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ABSTRACT 
DEVELOPING STANDARDS FOR ASSESSING QUALITY OF PROFESSIONAL 
DEVELOPMENT PROGRAMS: AN EXPLORATORY STUDY 
MAY 2001 
ANA R. RODRIGUEZ 
B.A., INTERAMERICAN UNIVERSITY 
M.Ed., UNIVERSITY OF MASSACHUSSETTS AMHERST 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Gretchen B. Rossman 
The American educational system has come under fire in the last several years. 
At the national level, new laws have been enacted which have helped fund innovative 
educational programs. Consequently, the individual states have responded with sweeping 
educational reform laws to revamp their educational systems and improve student 
learning. 
In 1992-93, in an effort to improve education and the preparation of teachers, 
Massachusetts opted to review and examine teacher education programs. Upon the 
review of these programs and the students’ scores in standardized tests, Massachusetts 
created and passed legislation for educational reform. The Massachusetts Education 
Reform Act of 1993 (MERA) was passed and new standards were developed for the 
education of students, the preparation of teachers, and the roles played by the schools, the 
administrators, and all of the other personnel within the public school system. 
VI 
This study addresses the edicts of the Massachusetts Education Reform Act of 
1993 that deal with the recertification of teachers and their professional development. 
For this study, the Delphi method was used to gain a perspective on developing standards 
to assess quality of professional development programs as they are presently delivered. 
The results have been subjected to a factor analysis that yielded four factors: Impact of 
Professional Development Programs in Teaching; Evaluation and Follow-up of 
Professional Development Programs; Worth/Accountability of Professional Development 
Programs; and Motivators for Effective Professional Development Programs. These 
factors should be considered when assessing quality of professional development 
programs. 
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CHAPTER I 
INTRODUCTION AND STATEMENT OF THE PROBLEM 
The public educational system in the United States, particularly in grades from k- 
12, has come under fire in the last several years. At the national level, new laws have 
been enacted which have helped fund innovative educational programs at these grade 
levels. The individual states have responded with sweeping educational reform laws to 
revamp their public educational systems with the hope of improving student learning and 
measure achievement. This has been particularly salient in the Commonwealth of 
Massachusetts, the site for this research, which enacted sweeping reform measures in 
1993. 
Education reform provisions, both in Massachusetts and throughout the nation, 
focus in part on high standards of practice for professionals. Many reform efforts call for 
participation in professional development or staff development activities to improve 
teaching skills and, hence, student outcomes. Yet little is known about the quality or 
success of these activities—how they affect teachers' skills, improve their professional 
practice, or increase student outcomes. Given the current climate of accountability for 
education, such a lack demands further attention. 
In 1992-93, in an effort to improve education and the preparation of teachers, 
Massachusetts opted to review teacher education programs, for both new teachers as well 
as the experienced teachers within the school systems. Upon the review of these 
programs and an examination of students’ standardized tests scores, Massachusetts 
created and passed legislation for educational reform. The Massachusetts Education 
Reform Act of 1993 (MERA) developed new standards for the education of students, the 
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preparation of teachers, and the roles played in the schools by administrators and all other 
personnel within the public school system (A Guide to the certification... 1995; An Act: 
Establishing the Education Reform Act of 1993, Ch. 71). This study does not address all 
the ramifications of MERA on education in Massachusetts; instead, it focuses solely on 
the measures of MERA that deal with the recertification of teachers and their professional 
development. There are three ways, outlined by Massachusetts Department of Education 
documents and MERA, that a person can obtain certification and recertification in the 
Commonwealth. This study explored the perspectives of Massachusetts' teachers on the 
quality of the professional development activities necessary for certification and 
recertification in the Commonwealth. 
The Delphi Method was used to elicit teachers' perspective on standards to assess 
the quality of professional development programs. The Delphi Method is comprised of a 
series of surveys administered to knowledgeable practitioners in a specific area. It is 
used to reach consensus regarding the questions of interest. In this study, three Delphi- 
Method surveys were administered to educational practitioners to determine their views 
about the quality of professional development. These surveys were analyzed 
quantitatively to identify patterns; one analysis was a factor analysis that yielded four 
important factors. The study recommends that these factors should be considered when 
assessing quality of professional development programs. The four factors are: (1) Impact 
of Professional Development Programs in Teaching, (2) Evaluation and Follow-up of 
Professional Development Programs, (3) Worth/ Accountability of Professional 
Development Programs, and (4) Motivators for Effective Professional Development 
Programs. (See Chapter 3 for more details on methodology.) 
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Background of the Study 
The Massachusetts Education Reform Act of 1993 stipulated new teacher 
certification regulations by outlining three categories of certification: Provisional 
Certificate, Provisional Certificate with Advanced Standing (also called Advanced 
Provisional Certificate), and Standard Certificate. These certificates are required for a 
teacher to remain employed by a school district (Teacher Certification, 2000; 
Massachusetts General Laws, v. 8b, ch. 69-71, section 38G). Each certificate is 
described below. 
Provisional Certificate 
The educator who has obtained a Provisional Certificate has completed a 
bachelor’s degree in the arts or sciences from an accredited college or university, with a 
major appropriate to the instructional field, and has successfully completed a two-part 
certification exam. The Provisional Certificate is valid for five years of employment and 
can be used in districts that “have a plan for preparing Provisional teachers for the 
Provisional Certification with Advanced Standing” (“A Guide,” 1995, p. 5; Teacher 
Certification, 2000). 
Provisional Certificate with Advanced Standing 
According to “A Guide to the Certification of Educational Personnel in 
Massachusetts” (1995), a Provisional Certificate with Advanced Standing is issued to the 
educator who has completed the requirements for a Provisional Certification and “has 
completed a professional preparation program, approved by the Commissioner, which 
includes the appropriate field-based experiences” (p. 5). According to the document 
Teacher Certification (Massachusetts Department of Education, 2000) not only do 
candidates have to meet the requirements of the Provisional Certification, but also must 
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complete further requirements set by the Board of Education, through school districts or 
individual programs. Any combination of the Provisional Certificate and the Provisional 
Certificate with Advanced Standing is only valid for a total of five years (Teacher 
Certification, 2000). 
Standard Certificate 
An educator who would like to remain employed by a district must complete the 
requirements of the Provisional Certificate and complete an approved Master's degree 
program “or its equivalent, including clinical experience and research project” (A Guide, 
p.5) in order to receive a Standard Certificate. This certificate is valid for five years and 
can be renewed every five years. 
In the original reform legislation, the Commonwealth stipulated that school 
districts could employ teachers holding a Provisional Certification or a Provisional 
Certification with Advanced Standing but were responsible for preparing them to obtain 
the Standard Certification. The Massachusetts Department of Education omitted this 
statement in recent documents, perhaps realizing that school districts did not have the 
resources to prepare teachers for the Standard Certification, nor did the Department of 
Education have a plan for how this was to be achieved. Therefore, the Massachusetts 
Department of Education stipulated that teachers with Provisional Certification had to 
acquire the Standard Certification on their own by taking courses at local colleges and 
universities (An Act Establishing, 1993; Teacher Certification, 2000). Under current 
regulations, a teacher with a Provisional Certification has five years to attain the 
Provisional Certificate with Advanced Standing, and then another five years to earn the 
Standard Certificate. Only the Standard Certificate is renewable every five years, and at 
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each renewal the teacher is also recertified. For renewal of this certificate, teachers must 
engage in professional development activities as defined by the State of Massachusetts. 
For the success of educational reform, the Department of Education stipulated that 
districts, schools, and educational personnel must agree on a plan of action for continued 
improvement of student performance. Districts and schools develop "improvement 
plans," while education personnel develop professional development plans. All plans are 
to be attuned to the common, overachieving goal of improving student outcomes and 
school performance. For all certificates, education personnel must have a plan for their 
professional development that incorporates school and district goals (Recertification 
Guide, 1994). 
In a foreword to the "Recertification Guide for Massachusetts Educators" (1994), 
the then Commissioner of Education, Robert Antonucci, explained that MERA had been 
amended in 1994, replacing “lifetime certificates with five-year renewable certificates” 
(p. 1). Recertification is granted when teachers have completed professional 
development programs and/or activities that were reported in Individual Professional 
Development Plans (IPDP). The IPDP is basically a “map” which describes all the 
activities the educator will undertake during the five years required to be recertified 
(Recertification Guide, 1994). Within these plans, the teacher must consider the goals 
stated by the school, district, and the Commonwealth. Thus, teachers, administrators, and 
other certified school personnel would participate in ongoing professional development 
activities and programs that focus on enabling all students to achieve at high levels. 
According to the Massachusetts Department of Education (Recertification Guide, 1994, 
p.l), the goals for professional development are to assist educators to: 
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• Improve student learning through high quality classroom teaching and school 
operation. 
• Access opportunities for ongoing support, challenge, feedback, application, and 
follow-up. 
• Acquire new knowledge and skills to enhance performance. 
• Meet recertification requirements for professional currency. 
The logic in these regulations was that linking high quality professional 
development with recertification would assist in achieving the specific objective of 
recertification: remaining current in subject matter knowledge and professional skill 
(“Recertification Guide,”1994, p. 1; "Guidelines for Professional Development 
Providers," 2000; "Recertification Guidelines," 2000). The legislation was clear that the 
purpose of re-certification was to improve and enhance teacher practice, implying that by 
attendance at certain Department-approved activities, teacher practice would improve. 
Thus, professional development experiences must be “of high quality” and enhance 
teacher performance resulting in high quality classroom teaching, which would impact 
and improve student learning. The focus of this study has been on the quality of the 
delivery of the professional development activities that teachers have attended, as 
prescribed by the Massachusetts Education Reform Act of 1993 and the Massachusetts 
Department of Education. 
Professional Development Activities 
The professional development activities suggested by the Massachusetts 
Department of Education (Recertification guide, 1994) include courses for credit from an 
approved institution, conferences, institutes, and seminars. In addition, study groups, 
educational improvement activity, visiting team, distance learning, workshop series, 
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mentoring, cooperating teacher, peer coaching, self-directed education professional 
product/project (writing a book, article, software, research, innovative curriculum unit, 
related work experience), etc. were also suggested. 
These professional development activities provide educators with PDPs, or 
Professional Development Points, which they were to report in their totality to the 
Massachusetts Department of Education upon the five-year recertification in June 18, 
1999. The PDP is a single unit of measurement for each hour a teacher is engaged in an 
approved activity. For example, if a teacher attends one of these approved “professional 
development experiences” with duration of two hours, that teacher will attain 2.0 
Professional Development Points. On the other hand, Continuing Education Units (CEU) 
are measured in percentages. Following the previous example, a teacher would receive 
0.2 CEUs if he/she attended a two-hour program. Nevertheless, PDPs are the primary unit 
of measurement used by the Massachusetts Department of Education and is the one that 
referenced throughout this study. 
The "Recertification Guide" (1994) stated that teachers must achieve one hundred 
and twenty PDPs in order to retain their primary certification, under which they have 
been employed. From those 120 points, sixty had to be dedicated to the content and skill 
in their area of certification. The others could be activities “which address other 
educational issues and topics that improve student learning.” (p.4). 
In the first year of compliance with the Education Reform Act of 1993, the 
Massachusetts Department of Education designed an instrument in which the teachers 
were to enter the number of PDP-related activities they took into a standardized reporting 
form (a "scantron" sheet). The sheet was then coded and the information was added up to 
fulfill the requirements in a specific content area or primary area of certification. At that 
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time, this reporting form was the primary mechanism the Department relied on to assess 
teacher compliance and candidacy for recertification (Recertification Guide for 
Massachusetts Educators, 1997). 
The Massachusetts Department of Education did not provide, in this instrument, a 
process to measure "quality" of professional development experiences, as stated in their 
original regulations. This procedure essentially made the recertification process a 
quantifying “number-counting” goal based on an unevaluated “quality” of professional 
development. 
Professional Development Providers 
Professional development providers conduct workshops, seminars, courses, and 
other activities related to the professional development of teachers and other personnel. 
These Individuals or groups seeking to be ‘approved professional development providers’ 
need to register with the Massachusetts Department of Education. The only mechanism 
of quality assurance for these professional development experiences was the registration 
of the professional development providers with the Department of Education. 
Registration as an official provider in the Commonwealth was obtained by submitting a 
resume to the Department; no further assessment of credentials and qualifications was 
made. By 1998-99, the Department of Education was still in the process of registering 
providers with the purpose of ensuring high-quality programs, equality of PDPs for 
similar activities, and standardization of documentation ("Recertification Guide," 1994). 
By June 1999, there were still no processes in place to examine the providers’ 
qualifications as they related to the programs they presented that could offer proof of, or 
correlation to, the Department's goal of ‘high quality programs’ as stated in the 
"Recertification Guide" (1994). At the same time quality assessment became even more 
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critical because institutions were able to apply for and receive Massachusetts Department 
of Education professional development provider approval in this "unrestricted" form. 
This lack of in-depth assessment of quality in professional development programs raises a 
critical question: 
If the Massachusetts Department of Education did not measure presenter or 
program quality, how did they ascertain that such programs could lead to 
improved student outcomes and achieve the goals of education reform? 
The implicit logic of the Department's requirements for recertification assumed 
that professional development experiences would lead to improved practice, which in 
turn, would lead to improved student achievement. Yet, the Department appeared to do 
nothing to ascertain the quality or content of those very experiences upon which their 
vision of improved student learning rests - the professional development experiences 
themselves. If the Massachusetts Department of Education merely ‘registers’ presenters 
without adequately assessing their skills and abilities for each program they present, are 
they not doing a disservice to teachers and sabotaging their own requirement for quality 
professional development? 
If they assume that, by mere attendance at some workshop, teacher practice will improve, 
should they not devote considerable attention to assuring the quality of these workshops? 
New Guidelines for Professional Development Providers 
In December 1, 1999, the Massachusetts Department of Education put into effect 
new regulations that would help strengthen the ongoing professional development of 
Massachusetts educators by aligning individual professional development plans with 
school and district improvement goals ("Recertification Guidelines for Massachusetts 
Educators," 2000). In the "Guidelines for Professional Development" (2000), the 
Department of Education stated that the new regulations would raise the standards for 
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knowledge in the content area; provide an incentive for educators to engage in advanced 
academic study; and enable greater decision-making at the school and district level. In 
addition, these regulations would allow for flexibility in the activities that are eligible for 
professional development points for recertification; create options for ways to assess 
teacher skills and knowledge; and establish a registry of professional development 
providers. 
Providers would have to register on-line (http://www.doe.mass.edu/recert) by 
June 1, 2000, with the Department of Education to be able to award professional 
development points ("Guidelines for Professional Development," 2000). The providers 
were encouraged to focus on the content and skills outlined in the learning standards of 
the Massachusetts Curriculum Frameworks, which are available at the Department’s 
website, and to read the state plan for professional development for their programs to be 
successful in attracting Massachusetts educators. 
The on-line registry would allow providers to update their information, course 
offerings, times and dates of classes, and registration information. At the same time it 
would provide educators with accessible information to locate professional development 
offerings that meet their needs, as well as districts and schools using the registry to 
identify professional development providers and offerings. Basically, “with this data, 
providers will be able to better address the professional development needs of educators 
and districts” (Driscoll in “Guidelines for Professional Development Providers, 2000”, 
cover letter). 
The professional development provider system, as ascertained by the Department 
of Education in the “Guidelines for Professional Development Providers (2000), is built 
upon two assumptions: (1) Educators are conscientious professionals who are committed 
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to quality professional development and professional growth; and (2) Professional 
Development Providers are committed to delivering quality offerings that reflect the most 
effective approaches to adult learning and professional growth. 
According to these new guidelines, providers are those who offer professional 
development activities to teachers, school administrators and other educators. These 
include: public school districts; including charter schools; educational collaboratives; 
non-public schools, the Massachusetts Department of Education; governmental agencies; 
colleges and universities; educational organizations and associations; not-for profit 
organizations; private; for profit organizations and individuals; museums, cultural 
institutions; and related others, and educational firms. In sum, professional development 
providers are those who sponsor, organize, promote, and coordinate professional 
development activities for educators in schools, colleges and other settings. 
In order to be able to deliver quality professional development programs, the 
providers are expected to know the content of the curriculum frameworks (the state- 
developed guidelines for curricula), to plan professional development with clear 
objectives, relevant learning activities and conclusions, and to include technology tools 
and other media in their programs. In addition, their programs need to build on 
educators’ prior knowledge and experience, use principles of adult learning theory, use a 
variety of teaching techniques, and opportunities for educators to incorporate new 
knowledge and skills into classroom practice and assess proficiency through an 
appropriate end-of-course assessment ("Guidelines for Professional Development 
Providers," 2000). 
As was the case previous to these augmented guidelines, registered providers may 
award one PDP per clock hour for the majority of activities they provide. However, in 
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contrast with the previous guidelines, they could now award PDPs only when the 
educator has demonstrated proficiency based on a minimum of 10 course hours. In 
addition, a pre- or post-assessment is required to ascertain the level of proficiency 
attained. The new PDPs equivalents are as follows: 
• One hour of eligible activity = 1 PDP 
• One academic credit =15 hours = 1.5 CEUs or 15 PDPs 
• Upper-level or lower level undergraduate course or approved equivalent = 1 
semester hour =15 PDPs 
• Upper-level undergraduate course (when substantially new to the educator) or 
approved equivalent = 1 semester hour = 22.5 PDPs 
• Graduate-level course or approved equivalent = 1 semester hour = 22.5 PDPs 
• Audits of undergraduate or graduate course or approved equivalent = 1 semester 
hour = 7.5 PDPs 
In the "Guidelines for Professional Development Providers" (2000), the Department 
of Education states that, in order to abide by standards of quality in the registration of 
Professional Development Providers and delivery of programs, providers are required to 
award PDPs only after an educator has demonstrated proficiency in a relevant subject 
area (meaning a written exam in most cases). Also, in a course that asks for proficiency 
in a professional skill, the educator may be asked to do an observable demonstration of 
learning including a written or documentable product. All course assessments are to be 
administered after the educator has attended at least 10 hours of professional 
development on a given topic. Providers are no longer allowed to award PDPs for an 
activity that is less than ten hours; however, they may divide sessions into blocks of time 
to achieve the 10-hour minimum. 
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In addition, to maintain quality assurance standards the Department of Education 
determined that its staff would audit at least 5% of providers each year, request to see 
their promotional materials, request copies of their assessment tools, request copies of 
educators’ evaluations of the program within one year, and request their attendance 
records. These actions by the Department indicate an increased focus on assessing and 
ensuring quality in professional development; the Department, however, has yet to define 
what it means by “quality” and identify mechanisms to measure it. Although 
Massachusetts has made some progress in requesting that providers of professional 
development activities be held accountable for their own skills and for the programs they 
offer, many questions remain as to how these activities will impact student achievement 
and teacher professional growth. Given that educators are the ultimate 'consumers' of the 
professional development programs, it is important to discuss how the new recertification 
guidelines of 2000 affected them. This is discussed next. 
Massachusetts’ Educators 
The new regulations for the recertification of educational personnel in 
Massachusetts would strengthen ongoing professional development by aligning 
individual professional development plans with the school and district improvement plans 
("Recertification Guidelines for Massachusetts Educators," 2000). The new regulations 
raised the standards for content area knowledge; provided incentives for educators to 
engage in advanced academic study; and allowed for greater decision-making at the 
school and district level. In addition, the regulations maintained some flexibility in 
activities eligible for PDPs; created new options to assess teacher skills and knowledge; 
and established a state registry database of professional development providers. 
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Under these new guidelines, educators with a Massachusetts standard certificate 
are required to engage in professional development activities that will strengthen their 
professional knowledge and skills. For this, educators must prepare an Individual 
Professional Development Plan every five years. As before, this plan must be consistent 
with school and district goals and must show that it enhances the educator’s ability to 
improve student learning ("Recertification Guidelines for Massachusetts Educators," 
2000). The professional development plan must be approved and signed by the 
educator’s supervisor prior to submitting the document to the Department of Education. 
To renew standard certifications, Massachusetts educators must successfully 
complete one hundred and fifty (150) PDPs for their primary area with a minimum of one 
hundred and twenty (120) points in the content/pedagogy of primary area and a minimum 
of ninety (90) points of the one hundred and twenty must be in the content area. Each 
additional area must have at least thirty (30) points in content ("Recertification 
Guidelines," 2000). 
As discussed above, the new recertification guidelines established some minimal 
standards of quality and stipulated a method to assess the learning of the participants, at 
least on a 5% sampling basis. Although the Massachusetts Department of Education has 
established these minimal standards of quality (provider registration via the internet, 
teacher testing, increase of required PDPs, and 5% program review), can it ascertain the 
quality of the program as it is delivered? As noted above, the Department has yet to 
define 'quality' and has not yet determined a method for measuring it across all 
professional development providers and programs. How will the Department assure the 
quality of presenters, of their programs, and how will they associate the quality of the 
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professional development activity attended to teacher effectiveness? The new regulations 
for professional development providers took effect in June 1, 2000. 
Given its recent implementation, questions remain about how prepared school districts 
are to provide professional development programs that are aligned to the Department of 
Education standards of high quality. And how will the Department of Education 
ascertain the quality of the programs they provide and or endorse? 
Purpose of the Study 
Given these remaining important questions about defining and measuring the 
quality of professional development providers and programs, this study was designed to 
ascertain the perspectives of the most important education personnel—teachers-on the 
standards and criteria of high quality professional development programs. The study 
sought their views on both the professional development presenters and the programs 
they deliver. Using the Delphi Method, this study surveyed teachers, who are the primary 
ones who take professional development programs, to elicit their judgments about the 
standards necessary for quality in professional development programs. 
Significance of the Study 
This study will be of interest to policy makers, at the state and district levels, who 
are charged with designing educational reform and overseeing its implementation. The 
results will help them refine the regulations governing the recertification of educational 
personnel and the execution of professional development programs. It will also be 
important to professionals in regional agencies, since they must design and implement 
professional development programs for their staff. Ultimately, it may enhance 
educational practice by providing quality standards for the required professional 
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development experiences teachers must take. Ensuring that these are high-quality 
relevant experiences means that they are more likely to result in improved student 
learning and enhanced performance through better classroom teaching. This, after all, 
seems to be the goal of the Massachusetts Education Reform legislation. 
Research Questions 
This study has explored, through the Delphi Method, the following questions: 
• What standards/criteria do teachers identify for assessing the quality of 
professional development presenters? 
• What standards/criteria do teachers identify for assessing the quality of 
professional development experiences (courses, workshops, seminars, etc.)? 
Limitations of the Study 
The population for this study included randomly selected Massachusetts’ 
educators working in public schools in the western part of the state. Schools in the eastern 
part of the state were excluded from this study, as were religious and private schools in 
western Massachusetts. Also, other professionals such as principals, superintendents, and 
other school personnel were excluded. 
This study investigated how teachers define the quality of professional 
development as it pertains to the implementation of educational reform in Massachusetts. 
In addition, this study explored how teachers perceived the delivery of professional 
development programs as mandated by the Massachusetts Education Reform Act of 1993 
and Massachusetts Department of Education "Recertification Guidelines" of 2000. 
This study is based on the experiences of some western Massachusetts teachers 
only, therefore opinions expressed in the comments section represent the personal views 
of the participants and are not included in the analysis of the standardized measurements 
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within this study. In addition, given the number of the participants in this study it is 
inappropriate to make final conclusions regarding the Massachusetts Education Reform 
Act of 1993 as it pertains to the teacher certification and recertification procedures. 
Organization of the Dissertation 
The first chapter has provided a general overview of the entire study. This 
included a discussion of the problem and the research questions that are answered in the 
course of this study. Also, the Delphi Method and how it was applied in this study were 
mentioned briefly. The second chapter reviews the literature related to this study. A 
historical perspective is provided, describing and discussing the legislation related to 
education reform and professional development. The third chapter explains how the 
Delphi Method has been used to answer the research questions discussed in the first 
chapter. The fourth chapter discusses the results of the survey and explains how the 
correlation defines consensus within the parameters of the Delphi Method. The method 
used to transfer the open-ended responses into Likert scale statements is also discussed. 
Finally, the use of the Likert scale and how it was assessed is explained. Conclusions to 
this study, as well as suggestions for further study, are discussed in the fifth and final 
chapter. 
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CHAPTER II 
REVIEW OF LITERATURE 
The national efforts towards sparking educational reform measures in American 
public school systems have focused on teacher instruction and their professional life, and 
how these are crucial components of education reform. Researchers, policymakers, and 
educators have noticed and, they have geared reform standards to include teacher training 
as a key factor (Bull, 1994). 
Historical Context 
One of the most significant events in establishing the need for educational 
improvement was the report by the National Commission on Excellence in Education 
called "A Nation at Risk" (1983). In 1981, Secretary of Education Terrence Bell created 
the National Commission on Excellence in Education and directed it to examine the 
quality of education in the United States. This study was conducted because of an 
apparent public outcry regarding the poor educational system in America. 
The National Commission on Excellence in Education had the following 
objectives (A Nation at Risk, 1983, p. 2): 
• Assessing the quality of teaching and learning in our Nation’s public and private 
schools, colleges, and universities; 
• Comparing American schools and colleges with those of other advanced nations; 
• Studying the relationship between college admissions requirements and student 
achievement in high school; 
• Identifying educational programs which result in notable student success in 
college; 
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• Assessing the degree to which major social and educational changes in the last 
quarter century have affected student achievement; and 
• Defining problems, which must be faced and overcome if we are successfully to 
pursue the course of excellence in education. 
President Ronald Reagan commissioned this study in an effort to find reasons to 
justify cuts in federal education monies; nevertheless, the findings of the National 
Commission study astonished many in the educational community (Levy, 1996). The 
findings of this study were captured in a report entitled A Nation at Risk (1983). 
The Commission for Excellence in Education reported in A Nation at Risk (1983) 
that the decline in educational performance is a direct result of how poorly the 
educational process is conducted. According to the report, the nation’s students were not 
achieving adequate educational standards; by analyzing that the decline in test scores and 
high dropout rates could put the United States at risk of an economic downfall, the result 
of the mediocrity of education in America. 
A Nation at Risk (1983) outlined numerous deficiencies in American education. 
These included deficiencies in curricula, homework allotment, mathematics and science 
instruction, time spent on schoolwork (both in the classroom and at home), and time 
spent at school working on study skills. In addition, the Commission identified the low 
number of competent students who were being attracted to teaching, as well as the need 
to improve teacher preparation programs. 
Along with the deficiencies, A Nation at Risk outlined a number of 
recommendations for improvement in education, specifically for the areas noted above, 
including teaching. Their recommendations for teaching called for colleges and 
universities that offer teacher preparation programs to require future teachers to meet 
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high educational standards, and to accept students who show an aptitude for teaching and 
demonstrated competence in an academic discipline. In addition, the report 
recommended that salaries for teachers be increased and tied to an effective evaluation 
system rewarding exceptional teachers, encouraging average ones, and providing a 
vehicle to either help in the improvement or termination of poor teachers. The 
development of career ladders for teachers, augmentation of math and science teachers, 
creation of grants and loan incentives for attracting future teachers, and the development 
of a teacher preparation program by master teachers, were also suggested. A Nation at 
Risk also suggested that school boards adopt an eleven-month contract to ensure time for 
curriculum and professional development programs as well as programs for special needs 
students (amongst others). 
To carry out these recommendations, the report suggested that state and local 
officials, who have the primary responsibility for financing the schools, incorporate the 
proposed reforms in their educational policies and fiscal planning. Furthermore, it 
suggested that the role of the federal government should be one of meeting the needs of 
the youth at risk, as well as other groups, and of identifying and help fund the national 
interest in education. Finally, it called upon the states to undertake educational reform. 
According to Berliner and Biddle (1995), this study did not translate into any 
educational law, nor did it provide any proof of its findings, but it impacted and 
motivated educational reform efforts across the country. At the same time, by providing 
recommendations, it may have contributed to giving direction to future efforts toward 
educational reform. 
President Bush, wanting to be known as the Education President, did have many 
of the goals originally presented by President Reagan; nevertheless, he wanted to be 
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recognized as being more proactive. In 1989, President Bush went to Charlottesville, 
Virginia, for an Education Summit that brought about the creation of six National 
Education Goals. For the first time in the history of the United States, the nation had 
defined what education was going to be about for the next millennium. The goals 
included (Gardner, et al, 1993, p. 1-2): 
• All children in America will start school ready to learn; 
• The high school graduation rate will increase to at least 90%; 
• American students will leave grades 4, 8, and 12 having demonstrated 
competency in challenging subject matter including English, mathematics, 
science, history and geography, and every school in America will ensure that all 
students learn to use their minds well, so they may be prepared for responsible 
citizenship, further learning, and productive employment in our modern economy; 
• American students will be the first in the world in science and mathematics 
achievement; 
• Every adult American will be literate and will possess the knowledge and skills 
necessary to compete in a global economy and exercise the rights and 
responsibilities of citizenship; and 
• Every school in America will be free of drugs and violence and will offer a safe, 
disciplined environment conducive to learning. 
These goals are also referred to as: (1) School Readiness; (2) School Completion; 
(3) Student Achievement and Citizenship; (4) Teacher Education and Professional 
Development; (5) Mathematics and Science; (6) Adult Literacy and Lifelong Learning; 
(7) Safe, Disciplined, and Alcohol and Drug-Free School; (8) Parental Participation. 
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Goals 2000: Educate America Act was passed on March 31, 1994 after President 
Clinton and Congress, based on the efforts of President Bush at the Charlottesville 
Education Summit, took up the initiative. The Goals 2000: Educate America Act added 
two new goals in addition to the ones already outlined on the National Education Goals 
(Riley, 1997): 1) The nation’s teaching force will have access to programs for the 
continued improvement of their professional skills and the opportunity to acquire the 
knowledge and skills needed to instruct and prepare all American students for the next 
century; and 2) Every school will promote partnerships that will increase parental 
involvement and participation in promoting the social, emotional, and academic growth 
of children. 
The Goals 2000 main premise is that all students can reach higher levels of 
learning and achievement by providing teachers with “access to high-quality pre-service 
and continuing professional development opportunities” (US Dept, of Ed, Achieving the 
Goals, 1997. p. 2). The purpose of Goals 2000: Educate America Act (1994) was to 
support changes in the nation’s education system by raising the quality of education for 
all students. This would be achieved by reallocating and broadening the use of Federal 
funds to improve education for all students not only those in special programs. The Act 
served as a way for the Federal government to boost school reform across the nation, 
establishing national education goals and the certification of voluntary national standards 
(Goals 2000: Educate America Act, 1994, p. 64). 
This new act reinforced that education must remain a local effort, as well as a 
responsibility of the states. Further, the act redefined the role of education and improved 
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student achievement in giving the United States an edge in keeping a “competitive 
economy and a strong democracy” (Goals 2000: Increasing Student Achievement, 1996, 
P-5). 
Goals 2000: Educate America Act blazed the trail for states that wished to 
participate in this program, to raise student achievement through “setting challenging 
academic standards” and incorporating these improvements in their individual reform 
measures. In addition, the Act indicated that in order to raise student achievement, 
teachers must be provided with “high-quality” professional development opportunities. 
To that end, funding was established for states willing to participate within the scope of 
the Goals 2000: Educate America Act. 
States willing to adhere to the criteria set by the Act would receive funding in 
order to achieve the proposed higher academic standards. These standards would be 
reached by “upgrading assessments and curriculum to reflect the standards, improving the 
quality of teaching, expanding the use of technology, strengthening accountability for 
teaching and learning, promoting more flexibility and choice within the public school 
system, and building strong partnerships among schools and families, employers, and 
others in the community” (“Goals 2000: Increasing Student Achievement”, 1996, p. 7). 
It should be noted that states were accountable, if they received funding, to improve the 
quality of teaching as a way to reach the high academic standards proposed by the Goals 
2000: Educate America Act. 
The federal government provided a lot of flexibility within this Act. Note that 
Goals 2000: Educate America Act of 1994 was not a mandate from the federal 
government, but an option that individual states could select. If they chose, they could 
apply for these funds to assist them in implementing their education reform measures. If 
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individual states did not wish to apply for the funds, they were not required to adopt any 
of the requirements of this Act. At the same time, if a state wanted to apply for federal 
funding under this Act, they would be required develop education standards, but ones of 
their choosing. The Act “merely provides that a State must have procedures to carry out 
the standards it sets for itself. There is no Federal mandate to take any particular action; 
there is simply a duty the State places on itself if it wished to receive these funds” (Goals 
2000: Educate America Schools Act, 1994, p. 66). 
The Act takes the challenge of “improving the quality of teaching,” providing 
standards for the preparation of teachers and their professional development. Within 
Goals 2000: Educate America Act of 1994, Goal 4 sets the standards for Teacher 
Education and Professional Development: 
Goal 4: Teacher Education and Professional Development - by the year 2000, the 
nation’s teaching force will have access to programs for the continued 
improvement of their professional skills and the opportunity to acquire the 
knowledge and skill needed to instruct and prepare all American students for the 
next century (Goals 2000: Educate America Act, 1994; Achieving the Goals, 
1997, p.3). 
According to the Department of Education, if the desired goal is for students to master 
skills and receive “high-quality instruction,” then teachers must be prepared to deliver 
“first-class standards to a diverse group of students” (Riley in Achieving the Goals, 1997, 
p.l) - Thus establishing a professional development goal as part of the Goals 2000: 
Educate America Act. 
Therefore, high-quality professional development, delivered in the forms of self- 
study, group study, action research and consultation with peers, should be the central core 
of any reform efforts taken by states independently or based in Goals 2000. The Act 
specifies that the new professional development standards can no longer be substantiated 
with the ad hoc model inclusive of courses, seminars, or inservice days. The standards 
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must be intensive and in connection within the teacher’s regular workday. In addition, 
the Department of Education pointed out that a high-quality professional development 
program would attract better candidates to the profession, would support beginning 
teachers during their first year, and would help experienced teachers envision their 
professional career as lifetime learning. 
The objectives, outlined by the Act for Goal 4 - Professional Development, are 
the following (McKernan, 1994, p. 77): 
1. All teachers will have access to preservice teacher education and continuing 
professional development activities that will provide such teachers with the 
knowledge and skills needed to teach to an increasingly diverse student 
population with a variety of educational, social, and health needs; 
2. All teachers will have continuing opportunities to acquire additional knowledge 
and skills needed to teach challenging subject matter and to use emerging new 
methods, forms of assessment and technologies; 
3. States and school districts will create integrated strategies to attract, recruit, 
prepare, retrain, and support the continued professional development of teachers, 
administrators, and other educators, so that there is a highly talented workforce of 
professional educators to teach challenging subject matter; and 
4. Partnerships will be established, whenever possible, among local educational 
agencies, institutions of higher education, parents, and local labor, business, and 
professional associations to provide and support programs for the professional 
development of educators. 
The addition of this goal to the Goals 2000 document and its outlined objectives 
reflects the notion that it is futile to call for changes in America s schools without giving 
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practicing teachers opportunities for the professional growth they will need to bring these 
changes about (Bull, 1994). 
While Goals 2000 establishes a new framework for the federal government to 
provide financial assistance, a second act-the Improving America’s Schools Act (1994)— 
helps to support that framework by re-defining federal programs to supplement state and 
local school reform efforts. In other words, the purpose of this Act is to reauthorize most 
of the federal government’s programs providing aid to elementary and secondary 
education, so that they better assist states and local school districts as they reform public 
education. 
Improving America’s Schools Act (1994) recognizes that the success of any effort 
to reform elementary and secondary education depends upon a substantial investment in 
improving the knowledge base, pedagogical skills, and working environment of teachers. 
It adds that the present professional development models are potentially debilitating for 
education reform, and answered with the Dwight D. Eisenhower Professional 
Development Program. This program, explained in the Act (1994), will provide teachers 
in the core academic subject areas with sustained and intensive high-quality professional 
development. 
The Eisenhower program, as explained in Improving America’s School Act 
(1994), was created to strengthen mathematics and science education by requesting that 
state and local educational agencies maintain funding for math and science professional 
development. The professional development model will avoid the sporadic, cursory, 
fragmented efforts at teacher training, supporting instead only intensive, long-term 
professional development. According to the objectives of the Eisenhower Program, these 
professional development activities would be integrated and aligned with educational 
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standards, and would be guided by the findings of needs assessments. In addition, the 
Eisenhower Program “is to provide the type of professional development that will enable 
teachers to be on the “cutting edge” of fundamental and extensive education reform 
efforts” (Birman, Reeve, & Sattler, 1998, p.14). 
The professional development component within Improving America’s Schools 
Act (1994) required that educational agencies receiving assistance under this act must 
provide high-quality professional development. Furthermore, the professional 
development offered must improve the teaching of academic subjects, consistent with the 
state content standards, to enable all children to meet the state’s student performance 
standards. 
Although the Act in itself did not provide a definition of high-quality professional 
development, it proposed different development activities to support the improvement of 
teaching academic subjects. For example, the Act suggests to support instructional 
practices that challenge state content standards; support educational agency plans; include 
strategies for developing curricula and teaching methods that integrate academic and 
vocational instruction; and include strategies for identifying and eliminating gender and 
racial bias in instructional materials, methods and practices. 
Improve America’s School Act (1994) also suggested partnering with institutions 
of higher education to establish school-based teacher training programs and develop 
professional development activities that include programs such as Head Start, Even Start, 
or state-run preschool programs, and instruction in experiential-based teaching methods 
such as service learning. 
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These acts, taken together, provided a substantial impetus for the states to engage 
in comprehensive and systematic reform, much of it focusing on the continuing growth 
and development of educational personnel. This focus is discussed next. 
Professional Development 
In an era of reform, the attention is primarily in increasing student achievement by 
developing educational standards. These reforms, usually a mandate from the top, 
concentrate on increasing graduation requirements, implementation of assessment 
systems, and rigorous teacher certification standards (Gibboney, 1994; Tyack & Cuban, 
1995). Understanding that while government can establish goals for schools and provide 
funding, it is in the classroom where changes and improvements in student achievement 
take place. Therefore, there has been an new awareness in the importance of teacher’s 
professional development; and that for reform to be effective, it should occur at all levels 
of the educational system (Birman, Reeve & Sattler, 1998; Goertz, Floden, & O’Day, 
1996; Kahle, 1997). 
At the national level, Goals 2000: Educate America Act (1994) and Improving 
America’s Schools Act (1994) reinforce the notion of professional development as the 
driving force of educational reform. As quoted above. Goals 2000 created Goal 4: 
By the year 2000, the nation’s teaching force will have access to programs for the 
continued improvement of their professional skills and the opportunity to acquire 
the knowledge and skills needed to instruct and prepare all America’s students for 
the next century (Goals 2000: Educate America Act, 1994). 
On the other hand. Improving America’s Schools Act (Eisenhower Professional 
Development program - Title II) includes the following as one of its criteria for receiving 
funding under this act: 
Supporting high-quality professional development programs that emphasize in- 
depth understanding of subject matter and opportunities for teachers to reflect 
upon their teaching. Hence, teachers find themselves in the forefront of 
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educational reform; the issue of teaching quality brings a shift to what students 
learn and how they are taught. National, state and local efforts have realized that 
reform measures would not succeed without a sustained commitment to teachers' 
learning (Darling-Hammond, 1997; Birman, Reeve & Sattler, 1998; Good & 
Brophy, 1997). 
Most often, teachers support the high standards of education reform but do not 
know how to implement these in teaching. Teachers are often unaware that their teaching 
practices are not consistent with what they consider high standards, or that they may have 
not been well prepared (Cohen, 1990; Darling-Hammond, 1997; Darling-Hammond & 
McLaughlin, 1995). Consequently, teachers have to rethink their teaching practice. 
Principles of Effective Professional Development 
The kind of teaching that is conveyed in education reform measures provides a 
vision of practice that challenges common notions of professional development. In this 
era of educational reform, professional development has to go beyond providing teachers 
with support and acquiring new skills and knowledge. It must also provide teachers with 
time to reflect on their practice, new approaches for pedagogy and student performance in 
an attempt to achieve the education reform goals (Darling-Hammond & McLaughlin, 
1995; Birman, Reeve& Sattler, 1998; Vukelich & Wrenn, 1999; Peixotto & Fager, 1998). 
Teachers and administrators are often disappointed in the way professional 
development programs are delivered and the impact these have in teaching practice. 
Their disappointment is mostly due to the fact that professional development programs 
are delivered under the following assumptions according to the Office of Educational 
Research and Improvement (1994, p. 2): 
• Inservice days are seldom sufficient to introduce teachers to new ideas and to 
improve practice; 
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• Professional development should improve and remedy individual teaching 
practice. 
• The goal of professional development is to transfer knowledge from “experts” to 
teachers; 
• The most effective way for teachers to learn is for them to listen to a speaker; 
• Professional development is more of a luxury than an essential element of a 
district’s educational program; 
• “Pull-out” training at the district level is the most effective delivery mode; and 
• Programs based on these assumptions are often added to the regular school day, 
forcing either the school day to be shortened or time-off granted to accommodate 
them. 
This shifted and fragmented way of delivering professional development 
programs does not help teachers learn the complicated teaching strategies they need in 
order to address challenging learning goals and improve student performance. In 
addition, teachers have little or no time to learn from one another; limited time to prepare 
their lessons; and few opportunities for collaboration with other teachers, resulting in 
fewer opportunities to enhance their knowledge and skills during their careers (Darling- 
Hammond, 1997; Birman, Reeve & Sattler, 1998). 
Shifting the paradigm, the best practice for professional development programs 
would include the following guiding principles (Office of Educational Research, 1994, p. 
2): 
• Ongoing professional development is required if it is to result in significant 
change; 
• School change is the result of both individual and organizational development; 
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• The goal of professional development is to support the inquiry into and study of 
teaching and learning; 
• Teachers learn as a result of training, practice, and feedback, as well as individual 
reflection and group inquiry into their practice; 
• Professional development is essential to school development; and 
• Professional development should be primarily school-focused and embedded in 
the job. 
These principles of professional development are more consistent with the complex 
nature of teaching in a climate of educational reform. Professional development programs 
are more likely to provide the in-depth content that teachers must master, as well as 
allowing them an opportunity to practice and reflect upon their teaching (Birman, Reeve 
& Sattler, 1998). The shift in the set-up and delivery of these programs paves the way for 
the creation of standards for effective professional development. 
An effective professional development program is one that can be linked to the 
impact it has in the classroom as it relates to improving student learning and performance 
(Peixotto & Fager, 1998). Little (1997) proposes that effective professional development 
occurs when teachers and other educators learn more about their subjects, their students, 
and their practice, and make use of it. Sparks and Loucks-Horsley (1989) identified the 
following five characteristics for effective professional development programs: 
• Activities are conducted in school settings and linked to other school-wide 
improvement efforts; 
• Teachers are actively involved in planning, setting goals, and selecting activities; 
• Self-instruction is emphasized and a variety of “differentiated training 
opportunities” are offered; 
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• Ongoing support and resources are provided; and 
• Training is concrete and included ongoing feedback, supervised trials, and 
assistance on request. 
Bull, Buechler, Diddley, and Krehbiel (1994) identified five principles for 
effective professional development to occur: (1) it is school based; (2) uses coaching and 
other follow-up; (3) is collaborative; (4) is embedded in the daily lives of teachers, 
providing for continuous growth; and (5) focuses on student learning and is evaluated at 
least in part on that basis. 
In addition, perspectives that promote effectiveness of professional development 
programs, must involve the individual school, teachers, and must be linked to student 
performance. According to Bull et al. (1994), where the principal is a strong advocate of 
continuous learning, where time for professional development is built into the schedule, 
where teachers communicate with one another, and where innovation is encouraged and 
there is a clear strategy for school improvement, most or all teachers will participate in 
and profit from professional development. 
Under Goals 2000: Educate America Act (1994), the U.S. Department of 
Education’s Professional Development Team identified ten principles of high-quality 
professional development to serve as guidelines for providers and recipients. These 
principles support what the research identifies as best practices for professional 
development opportunities (Office of Educational Research and Improvement, 1997; 
Peixotto & Fager, 1998). A high-quality professional development program (Peixotto & 
Fager, 1998, p. 7): 
• Focuses on teachers as central to student learning, yet includes all other members 
of the school community; 
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• Focuses on individual, collegial, and organizational improvement; 
• Respects and nurtures the intellectual and leadership capacity of teachers, 
principals and others in the school community; 
• Reflects best available research and practice in teaching, learning, and leadership; 
• Enables teachers to develop further experience in subject content, teaching 
strategies, uses of technologies, and other essential elements in teaching to high 
standards; 
• Promotes continuous inquiry and improvement embedded in the daily life of 
schools; 
• Is planned collaboratively by those who will participate in and facilitate that 
development; 
• Requires substantial time and other resources; 
• Is driven by a coherent long-term plan; and 
• Is evaluated ultimately on the basis of its impact on teacher effectiveness and 
student learning; and this assessment guides subsequent professional development 
effort. 
According to Birman, et. al. (1998, p. 16) in an adaptation from Loucks-Horsley, Stiles, 
and Hewson (1996) and the U.S. Department of Education in Building Bridges (n.d.), 
high-quality professional development programs feature: 
• A vision of effective student learning and teaching that emphasizes high levels of 
learning for all students; 
• An emphasis upon content that provides teachers with a deep and thorough 
knowledge of the disciplines they teach; 
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• Approaches that provide teachers with the time and on-going opportunities 
necessary to learn, practice and reflect upon their new knowledge; 
• Expanded roles for teachers, including a variety of leadership roles; 
• Links to other education initiatives; and 
• Accountability for results of professional development. 
All of these, together, provide professional development that is sustained, 
intensive, ongoing, and of a quality that will facilitate increasing student achievement. It 
will also provide a framework for assessing the quality of the experiences provided to 
teachers. This will help to build a foundation for professional development investments, 
which can be associated with productive teaching practices that can support student 
achievement on a wide scale (Darling-Hammond, 1997). 
Evaluating Professional Development - The Search for Quality 
Professional development experiences need to be assessed to ascertain the impact 
they have on teacher development and student achievement, as well as to show if the 
investment of the district in professional development is justified (Guskey, 1999). 
Usually, professional development programs are deemed effective if the participant’s 
satisfaction is positive; this is also known as the “happiness quotient”. Most educators 
would agree that the standard should be higher, and that there needs to be a direct link 
between the professional experience and an observable impact in the classroom before 
assessing the experience as effective (Peixotto & Fager, 1998). 
Guskey (1999) proposes three types of evaluation - planning, formative, and 
summative - to be able to acquire specific, relevant, and valid evidence and an appraisal 
of quality and judgments of value, based on the evidence available. Planning evaluation 
is performed before a program begins. It is designed to provide, to those responsible in 
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program development and implementation, a precise understanding of what is to be 
accomplished, the procedure to be used, and how to determine the success of the activity. 
This evaluation is primarily used to identify and remedy the difficulties that might plague 
later evaluation efforts right at the beginning (Guskey, 1999). 
Formative evaluation is performed while the activity is taking place. This 
evaluation provides ongoing information about whether the program is going as planned 
and if the expected progress is being achieved. The information gathered could be used 
to guide any improvements that the training might need (Scriven, 1967 in Guskey, 1999). 
The formative evaluation is used to focus the conditions for success and serve as an early 
version of the final, overall evaluation (Guskey, 1999). 
The summative evaluation is conducted at the end of the program to provide 
judgments about the program’s overall merit or worth. It describes what was 
accomplished and what were the consequences, the final results and in some cases, justify 
the cost. The summative evaluation provides the bottom line as to an activity to be 
continued or terminated (Guskey, 1999). 
Often programs are evaluated at the end using a summative evaluation. The 
information gathered using planning or formative evaluations is usually ignored, although 
these could provide valuable information in determining a program’s overall success. 
When the summative evaluation is conducted as the only source of data, it is too late to 
make changes or even identify what went wrong. Although the emphasis on each of 
these three evaluations — planning, formative, and summative - varies during the life of 
the program, all three are essential to a meaningful evaluation (Guskey, 1999). 
Kirkpatrick (1998) outlined four levels for evaluating training programs. Each of 
these levels increases in a sequential way, as each higher level builds on and has an 
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impact on the ones that came before (Guskey 1999; Kirkpatrick 1998). Following is 
what each level represents and is designed to measure as a result of attending a training 
program, according to Kirkpatrick (1998, p. 76): 
Level 1 - Reaction: designed to measure customer satisfaction. 
Level 2 - Learning: identifies the extent to which participants change attitudes, 
improve knowledge, and/or increase skill as a result of attending a 
program. 
Level 3 — Behavior: defined as the extent to which change in behavior occurs as a 
result of attending a training program. 
Level 4 — Results: defined as the final results (i.e. increased production, improved 
quality, decreased costs, increased sales, etc.) that occur as a result of 
attending a training program. 
Level 1: Participant’s Reaction: 
Often called the “happiness” or “smiley” sheet, this evaluation is designed to 
ascertain whether or not the participant liked the program he or she attended. This is the 
simplest and the most common evaluation that is handed-out and the easiest to gather and 
analyze. This measure comprises a series of questions followed by a rating scale and an 
open-ended section where the participants can offer personal comments. This level of 
measurement is important because it provides feedback that helps evaluate and improve 
future programs, provides information about the trainer’s performance, and provides 
quantitative information for those invested in the success of the program. In sum, this 
evaluation level provides information about the participants' initial satisfaction with the 
program and provides information that can help improve the design and delivery of it. 
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Level 2: Participant’s Learning: 
This level measures participant learning focusing in measuring knowledge, skills 
and attitudes gained by the participants. Since the model is sequential, it will be 
impossible to measure behavior change if it can be ascertained that no learning occurred 
or the learning goals were not reached. Therefore, the measures in this level are based on 
the learning goals previously determined for that particular activity. The analysis of this 
level provides a basis for improving content, format and organization of the program. 
Guskey (1999) agrees on measuring the impact of learning in professional 
practice. The level is based in determining specific indicators that will reveal the degree 
and quality of implementation. Since implementation is gradual and varied, the 
assessment should occur after some time has passed, since the intervention, and at 
different time intervals. The information gathered will provide evidence as to what is the 
level of use and help restructure future programs to facilitate a more effective 
implementation. 
Level 3: Participant Behavior: 
The measurement of transferring the skill or knowledge learned to the job or 
professional practice is the focus of this level. It is complicated and difficult to ascertain 
what job behavior occurred because the participant attended a training program. For 
instance, it is not until the participant has an opportunity to apply what was learned that a 
job behavior change could be ascertained. It is also difficult to pinpoint exactly when the 
application of what was learned will occur. It is preferable to measure this level at least 
three months after the training program. 
Guskey (1999) determines this level as the “bottom line” in education. Did the 
professional development activity have an impact on students? Did the students benefit 
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in any way? The outcomes depend on the goals of the professional development effort. 
For example, elementary teachers dedicate their professional development time to 
improve the quality of student’s writing by developing new strategies that will work for 
the students. Information gathered at this level showed an increase in measures of 
writing ability, but showed a decline in mathematics achievement. This is an unintended 
outcome which suggested that time spent in mathematics instruction was sacrificed for 
time spent in student writing skills. If this measure were restricted only to writing, the 
unintended result would not have been identified. This measure provides information 
about improvements in all aspects of professional development, including design, 
implementation and follow-up. Student outcome is used in some cases to ascertain the 
cost effectiveness of the program or the “return on investment” (ROI) (Guskey, 1996). 
Level 4: Results 
This level determines what are the final outcomes as a result of attending a 
training program. Some examples of questions asked at this level include: How much 
did quality improve? How did productivity increase? And what tangible benefits have 
been received for the investment in programs? The information gathered, by answering 
these questions, provides tangible evidence of what was achieved. 
Guskey (1999) proposes a different level of measurement than the one suggested 
by Kirkpatrick. The organization, its support and change mechanisms are the focus of 
this level of evaluation (level 3) instead of the participant. Organizations change and this 
can be a key to the success or failure to the professional development effort. For 
instance, if educators attend a professional development program that focuses on 
cooperative learning — its theory and practice — and the school uses a grading curve to 
rank student performance, learning will be based on competitiveness and not cooperation, 
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thwarting efforts to apply the concept learned (Guskey, 1996). Lack of success, in this 
example, is not due to poor training or inadequate learning, but to organizational policies 
that are incompatible with the implementation effort and hinder what was accomplished 
in level one or two. The goals of the program drive the procedure to be followed in 
gathering information about organization change and support. The information provided, 
using different media, will help to document and improve organization support, as well as 
inform future change initiatives. 
The role of evaluation is to determine the effectiveness of a training program. 
The levels of evaluation determined by Guskey and Kirkpatrick provide information to 
improve professional development programs or activities. All of these levels work in 
unison to provide accurate and clear information about professional development 
programs, their effectiveness and impact, as well as provide proof of the effectiveness of 
the program. Researchers have called for a link between student performance and 
professional development activities, and this method of evaluating will provide 
information that will eventually lead to the improvement of student achievement. 
Massachusetts Plan for Professional Development 
As discussed in Chapter One and above, in an effort to improve education, on June 18, 
1993, the Commonwealth of Massachusetts passed legislation that addressed the need for 
statewide systemic school reform. The Massachusetts Department of Education 
(Education Reform Implementation, 1993, p.l) identifies four essential components of 
reform: 
• New programs and standards that will ensure high achievement for all students. 
• A fair and equitable system of school finances. 
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• A governance structure that encourages innovation and accountability at all 
levels. 
• Standards and processes that will enhance the quality, professionalism, and 
accountability of all educational personnel. 
The Massachusetts Department of Education (1993) recognizes that a school’s 
ability to educate its students to high standards depends on the quality of the instructional 
staff. Therefore, the Massachusetts Education Reform Act seeks to enhance the quality 
of educational personnel by requiring all educators to engage in ongoing professional 
development throughout their careers and by offering early-retirement incentives to help 
make way for a new generation of educators. Furthermore, the replacement of tenure 
with a speedy dismissal process allows for all teachers to be held accountable for 
performance standards. 
For this purpose, the state created strategic goals for the successful 
implementation of the Massachusetts Education Reform Act (1993). The implementation 
of the reform law, as it pertains to teacher certification and professional development, 
takes place under Goal IV: Enhance the quality and accountability of all educational 
personnel. 
The Massachusetts Department of Education (1993) explained the implementation 
of this goal by outlining activities and a schedule for their implementation. The activities 
were focused in establishing criteria, principles, and guidelines tor performance standards 
for the evaluation of educational personnel. 
This work was to be done at the school and district levels, where professional 
development plans and performance standards were established. The state s role was to 
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provide guidance and quality assurance through state standards, and to certify that 
educators fulfill their professional development requirements through the recertification 
process. 
The Massachusetts Education Reform Act outlines that the State Department of 
Education would prepare an annual plan to assist in the preparation and implementation 
of professional development activities statewide. This plan had to be adopted by school 
districts, which also had to implement district wide professional development plans every 
year. The district plans were used to determine eligibility for the entitlement grants 
which helped in assisting districts implement professional development activities that 
were connected to the school improvement goals and the goals of Education Reform. 
The Department of Education also provided competitive Goals 2000 grants to assist 
educator to improve instruction to meet the identified learning needs of their students. 
These funds would also be available to assist school districts that have a significant 
numbers of students who are failing or in need of improvement on the Massachusetts 
Comprehensive Assessment System (Driscoll, 1998). 
According to the 1998-1999 State Plan for Professional Development (1998), the 
Legislature and Governor Cellucci supported high education standards and the education 
reform goals by providing full funding. The districts were required to spend seventy-five 
dollars per student from state aid funds on professional development. These funds could 
be used for tuition, conference fees, contracted services, stipends, salaries and materials. 
The success of education reform depends on effective instruction that leads to 
high levels of student achievement. The district, school committees and superintendents 
must ensure that their professional development plans and offerings focus on increasing 
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teachers' content knowledge; although the responsibility, to increase their content 
knowledge in the academic areas they teach, lies primarily on educators (Mayo-Brown & 
Winklosky, 1998). 
The Massachusetts State Plan for Professional Development supports “the 
implementation of the state curriculum frameworks through standards-based curriculum, 
instruction and assessment practices” (Mayo-Brown & Winklosky, 1998). The state plan 
is based on the premise that high quality professional development is essential to 
education reform and student academic achievement. In addition, the plan encourages 
districts and professional development providers to focus their staff development 
resources, structures, time and funding towards this goal. For this reason, the Department 
identified three priorities for local, regional and statewide professional development 
(Mayo-Brown & Winklosky, 1998, p.2): 
• expand educators’ knowledge of subject matter; 
• increase teachers’ knowledge of standards-based curricula, instruction, and 
assessment; and 
• analyze and reduce the gap between goals for student achievement and student 
actual progress. 
The alignment of local, regional, and statewide programs to provide a coherent 
professional development program that will improve teachers’ content knowledge and 
instruction is encouraged by the plan. In addition, the plan promotes opportunities for 
teacher and district collaboration, and understands the different needs of preservice, 
beginning year and veteran educators. In so doing, it recognizes that the development of 
quality professional development programs that are embedded in school improvement 
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planning is essential for reaching the education reform goals (Mayo-Brown & 
Winklosky, 1998). Although the plan provides standards for framing effective 
professional development, it is the districts’ responsibility to direct and monitor 
achievement through systematic planning and assessment. 
In an effort to guide and strengthen district and school professional development 
to offer knowledgeable instruction and high levels of student learning and achievement, 
the National Governors’ Association (1995 in Recertification guidelines for -2000) offers 
the following argument: 
The critical tests for all professional development activities should be: Are they 
intellectually challenging, do they add to the participants repertoire of skills and content 
knowledge, do they enhance their contributions to the school community, and do they 
lead to improvement in teaching practice? 
Strategic Goals 
The Department of Education has listed several goals for professional 
development: 
1. Expand educators’ knowledge of subject matter: 
The Massachusetts Board of Education since 1993 has established learning 
standards for students in the six core subjects (English, history, social science, 
mathematics, science and technology, foreign languages and the arts) as outlined in the 
state curriculum frameworks. Since teachers are being asked to teach subjects which they 
might have not studied in depth, educators need additional study and learning 
opportunities to meet the expectations. The strategic goal outlined for this priority is the 
following: 
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• Design, implement and assign first priority to programs for educators’ study and 
further learning in the academic disciplines and subjects for which they are 
responsible. 
To accomplish this, professional development programs that focus on content of various 
disciplines and subjects need to be designed and implemented for preservice and 
practicing educators. Other actions include: the collaboration with higher education 
institutions for the development of programs in which scholars and lecturers assist in 
increasing teacher in-depth content knowledge; the creation of professional development 
programs that allow for educators to become scholars in their subject area; and support 
early childhood and elementary teachers in learning the content of each subject area. 
2. Increase teachers’ knowledge of standards-based curriculum, instruction, and 
assessment. 
The curriculum frameworks provide teachers with an effective way to teach core 
content areas. Professional development must support and enhance teachers’ 
instructional repertoires as they help students learn subject-matter content that they might 
not have learned. The strategic goals in support of this priority includes: 
1. Design, implement, and support high quality professional development programs 
that promote effective standards-based curriculum, instruction and assessment 
practices. 
The actions for achieving this goal include: 
• Design and implement professional development programs for teachers 
and administrators that address the identified learning needs of students; 
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• Collaborate with higher education institutions, associations, and qualified 
individuals to plan and implement preservice and professional 
development programs that focus on improved student learning; and 
• Use the Internet, the Department’s website (http://www.doe.mass.eduh 
distance learning, and the Technology Training and Professional 
Development System (http://ttpd.doe.mass.edu) to provide professional 
development information and resources. 
The second goal under this priority is: 
• Design and implement professional development programs for educators that 
focus on instructional practices that help students learn subject area content in 
depth. 
The actions towards achieving this goal are: 
• Develop professional development programs that enable teachers to deliver 
instructive lectures and engage students in substantive and extended classroom 
conversation and dialogue about subject matter; 
• Design and offer professional development programs that provide teachers with 
methods to involve students in applying information and ideas by synthesizing, 
generalizing, explaining, hypothesizing, and reasoning soundly; 
• Create professional development programs that assist educators in learning central 
ideas of a subject or discipline with sufficient thoroughness to address complex 
topics and problems effectively; and 
• Analyze and reduce the gap between goals for student achievement and students 
actual progress. 
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The core knowledge of learning and learning standards identified in state curriculum 
frameworks provide educators with the tools to identify what students know and are able 
to do. As students will be assessed on knowledge of content in core subjects, teachers 
must assist students in learning the subject area content in order to reduce gaps between 
the goals of instruction and student achievement. 
The goals to achieve this priority include: 
• Create professional development programs that enable teachers to analyze and 
reduce gaps between goals for student achievement and students’ actual progress. 
Actions include: 
• Provide professional development on the effective use of student and school 
assessment data; 
• Use student and school assessment data to identify educators training needs and 
build professional development programs that address those needs; and 
• Provide technical assistance to districts on the design, implementation, and 
evaluation of quality professional development programs for teachers and 
administrators focused on the identified learning needs of students. 
Another strategic goal towards achieving this priority is: 
• Provide opportunities for teachers and administrators to learn effective practices 
of leadership in Education Reform. 
Actions under this goal include: 
• Support professional development models that emphasize leadership by educators 
with advance knowledge of subject matter content; 
• Create and implement professional development programs that teach effective 
practices of leadership; and 
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• Provide a program for beginning and veteran superintendents, principals and other 
administrators to expand their capacity to implement and guide others toward 
systemic approaches to Education Reform. 
In 1995, the Massachusetts Department of Education published the Characteristics 
of High Quality Professional Development as adapted from the National Staff 
Development Council. The characteristics outlined are divided into three areas context, 
process, and content. 
Context: 
• A shared vision for professional development within the district and the school 
that supports continuous improvement which is embedded in daily practice; 
• Coherent, high quality professional development plans for districts and schools 
that are aligned with school, district, individual educator, and state goals; 
• Line item in district budgets’ that support professional development at a 
significant level; 
• Time and resources to plan, engage in, and assess professional development; 
• Supportive environments for educators to acquire, practice, and experiment with 
new learnings; 
• Equitable access to opportunities for practicing, sharing, and disseminating 
successful practices on-the-job; 
• Collegiality and collaboration across and within professional roles; and 
• Encouragement of and support for experimentation and risk-taking. 
Process: 
• Involvement of participants in professional development design, implementation, 
and evaluation; 
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• Models that promote multiple strategies for professional growth that could include 
reflection, mentoring, guided practice, and study groups; 
• Follow-up that focuses on the application of professional development to the 
improvement of student learning; 
• An ongoing evaluation process that uses multiple sources of information, 
including changes in classroom/leadership practices and student learning, and has 
a focus on all levels of the organization; 
• Understanding of effective approaches to professional development and their 
relationship to the culture of the school and district; 
• Opportunities to learn from peers across and within educational roles; and 
• Technologies for classroom management, instruction, and professional growth. 
Content: 
• Application of current research, including principles of adult learning and 
development and the organizational change process; 
• Integration of the Common Core of Learning, the Curriculum Frameworks, and 
other provisions of the Education Reform Act; 
• Discipline-specific and interdisciplinary approaches to teaching, learning, and 
assessment that incorporate high expectations for all children; 
• Developmental^ appropriate strategies for instruction and curriculum that meet 
the needs of diverse student learners; 
• Strategies for reaching out to and involving families and communities; and 
• Leadership skill training for school administration and management. 
The Massachusetts Department of Education states that the success of education 
reform is lying on the foundation that teachers' increase in knowledge/skills will provide 
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good instruction that will lead to high levels of student achievement. In an effort to reach 
this goal, the Department outlined these guidelines to foster continuous progress towards 
improving learning for all students in the Commonwealth (1998-1999 State Plan for 
Professional Development, 1998). 
Summary 
The National laws demanded in their regulations that teachers must receive high 
quality professional development programs but failed to define “high quality” as 
expressed in their policies. At the same time, the states that adhered to these regulations 
in an effort to promote educational reform measures also failed to define “high quality”. 
The state of Massachusetts passed the Massachusetts Education Reform Act 
(MERA) in 1993 to bring about educational reform throughout the state. The reform 
measures approved by the state not only call for higher levels of student achievement but 
also abolished teacher tenure; requiring teachers to apply for recertification every five 
years. According to MERA, teachers have to participate in courses and activities that 
will provide them with Professional Development Points and those are “redeemed” after 
five years in the application for recertification. 
These were the general objectives of MERA in 1993 through 1999 when the first 
cycle of teacher certification came about. Though the Massachusetts State Department of 
Education openly required teachers to participate in “high quality” professional 
development programs and required providers to offer “high-quality” programs, the 
certification cycle was merely a point counting exercise. 
This chapter provided information regarding the characteristics of high quality 
professional development programs and guidelines of quality professional development 
programs that could facilitate higher levels of student achievement. In addition, the role 
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of evaluation to determine the effectiveness of a professional development program was 
discussed. These factors could provide measures of accountability for presenters to 
determine that the activity they are providing conforms to the standards of quality 
stipulated by the states. 
Although the Massachusetts Department of Education (MDOE) recently re-issued 
new guidelines for the recertification for teachers and for the registration of providers in 
it is still how the state intends to measure the high quality of programs teachers attended, 
by the next recertification cycle. 
The next chapter provides more information about the method that was used to 
perform an exploratory study that would assist in the development of standards for 
assessing quality of professional development programs for teachers. 
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CHAPTER III 
METHODOLOGY 
This chapter will describe the design of the study, the development of the survey, 
the survey methodology used, and the procedures that were used to collect and analyze 
the data 
The Massachusetts Education Reform Act of 1993 (MERA) redefined the role of 
teachers in the Commonwealth by changing the laws pertaining to certification and 
teacher tenure. Beginning teachers and experienced teachers were impacted by the 
reform mandates, as they would be required to either teacher testing and different steps to 
acquire and maintain their employment as teachers. Experienced teachers who have been 
feeling secured in their jobs because of their tenure status, were now required to attend 
professional development courses/workshops to keep their teaching position. This led to 
the eradication of tenure and in some part job security. While in the past, schools kept 
track of teacher professional development activities and advanced degrees; teachers were 
now facing responsibility for their own professional development and accountability to 
the Massachusetts Department of Education. 
Besides the required testing for newly certified teachers, experienced teachers 
need to complete a series of professional development activities that would provide a 
specific amount of points required to obtain or remain certified in the state. According to 
the reform mandates, these professional activities must be of “high quality” in order to 
comply with the certification requirements. And while the state did neither quantified nor 
defined “high quality” in professional development programs, their requirements for 
teacher certification were reduced to merely counting Professional Development Points 
of the different professional development experiences teachers’ attended. The 
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Massachusetts Department of Education expects high quality teaching that will result in 
high quality learning and high scores in student’s standardized tests. Thus, if the 
Massachusetts Department of Education does not measure professional development 
experiences as it relates to teacher performance then how is teacher performance and 
development assessed? 
If the quality of professional development programs is not ascertained, then 
students’ scores in standardized tests will measure teacher performance and development. 
Therefore, teachers and schools could be held accountable for high or low scores of 
students that could have an impact of rating the school’s overall achievement as high or 
low accordingly. If so, schools could be subject to loose funding and teachers could be 
fired. 
Teachers are the integral part of the teaching cycle, why then enforce teachers to 
take workshops and courses if these are not measured for their impact in the educational 
process? 
Design of the Study 
This study was designed to develop standards to assess high quality of 
professional development programs for teachers as mandated by the Massachusetts 
Department of Education. The focus of this study was in the development and delivery 
of professional development programs that are being offered today. 
Development of the Survey 
The Delphi Method is a “method for the systematic solicitation and collection of 
judgments on a particular topic through a set of carefully designed sequential 
questionnaires interspersed with summarized information and feedback of opinions 
derived from earlier responses” (Delbecq, Van de Yen, and Gustafson, 1975, p.10). 
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The Delphi Method was developed by Olaf Helmer and Norman Dalkey at Rand 
Corporation in the 1950s, as a method to forecast future events and achieve consensus by 
eliciting the opinion of a group of people anonymously (Creelman, 2000). The method 
capitalizes on the positive aspects of group dynamics while avoiding the negative aspects 
of face-to-face interactions (Eason, 1992). This method allows for everyone to express 
their opinions anonymously, without having to deal with an open meeting, which could 
result in some attendees remaining silent, some competing, and some not being heard 
(Murray and Hammons, 1995). 
The Delphi Method is comprised of three surveys that are referred to as “rounds”. 
The first round uses an open-ended format to elicit the opinions of the selected 
participants regarding the issue being studied. In the second round, the teachers are asked 
to rate the responses obtained from the first round using a Likert scale. In the third 
round, the teachers receive feedback from the previous questionnaire and are asked, again 
to rate each item using a Likert scale. Consensus should be achieved in the third 
questionnaire, but if it is not a fourth round, following the dictates of the second and 
third, should be distributed (Murray and Hammons, 1995). 
The Delphi Method is described as a set of three questionnaires, with the first one 
being an open ended series of questions and the following two rounds are Likert-type 
based instruments. 
The Delphi Method was modified to accommodate the scope of this study. 
Variations in the Delphi Methodology, which have been used in the past, include using 
fewer or more than four rounds, changing the question format, and variations in the 
participant's pool (Boberg and Morris-Khoo, 1992). Other variations include: (1) using 
an additional preliminary round to ascertain the subject matter of inquiry; (2) using a 
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mini-Delphi to bring together participants who secretly answer the survey and discussion 
is generated from the answers; (3) the use of computers to tabulate the Delphi 
questionnaires (Helmer, 1983; Hencley and Yates, 1974). 
The first survey was sent as a pilot study to twenty (20) teachers (not to be 
included in this research study) with at least four years of teaching experience. The pilot 
consisted of five questions that would provide the basis for the second and third 
questionnaire by providing not only the questions for the Likert scale surveys but also 
focus areas to study. The questions elicited experienced teachers’ knowledge pertaining 
to professional development delivery and effectiveness. 
The questions and some of the responses of the participants were as follows: 
1. What do you identify as the critical elements of a quality professional development 
experience? 
• That the presentation is relevant to the issues faced by the participants 
• That the information is presented in a manner that will assure maximum retention 
by participants. 
• That there is time for questions and discussion. 
• There should be a good, clear way for participants to evaluate the presentation, 
and follow-up evaluation in 30-60 days. 
• Good Food 
• Methods created by the Department of Education to maintain open lines of 
communication between agencies, schools and other institutions. 
• Training relating to new regulations for all personnel. 
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• A quality professional development experience should include up to date 
information, new ideas in education, new educational tendencies, new resources 
or materials available for different areas of education, etc. 
• New or better (practical/realistic) ways of dealing with older problems like ADD 
should be included. 
• The first thing in any professional development program is to assess the needs of 
the people who will be in the professional development program. Once needs 
have been assessed we then plan and get the expertise from a speaker who can 
motivate the audience. 
• A quality professional development experience should provide concrete and 
specific answers to the problems presented and provide possible alternatives and 
solutions. 
• It must help develop new skill, procedures and techniques so as to improve our 
quality as professionals. 
• It must be interesting and greatly related to the field you are teaching and/or 
practicing. In addition it has to be practical. 
• Professional development according to my experience, as a teacher working with 
the implementation and development of support services for disadvantaged 
students, is a series of activities to enhance professional performance. 
• Critical elements for professional development include innovative educational 
approaches in teaching, updated technological skills for all educators, and 
opportunities to expand educational fields. 
• That the information presented to us should be realistic to our daily classroom 
experiences. For example, many aspects of teaching, in theory, sound great, but 
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when you are in the classroom in a particular situation, most of these theories are 
not useful. In other words, how do I take books to the reality of a classroom with 
all its implications and teach them to those future teachers, so what they learned at 
college can really be worthwhile when they become teachers. 
• In a quality professional development experience I consider as critical elements 
the expertise of the presenter, the rapport he/she establishes with the audience, 
materials used, pertinence of the topic, needs showed by the group and the total 
environment of the activity. 
2. What do you look for in assessing the worth/value of a professional development 
experience? 
• In assessing the worth/value of a professional development experience I look for 
how it helps me in my daily work, the satisfaction of the entire activity in terms of 
climate, new knowledge acquired, and the way I feel in terms of personal and 
professional growth. 
• To improve the skills of your area of study or related areas, which can then be 
applied to your work, so it becomes a meaningful experience. 
• That activities are geared towards dealing with this new generation of students 
very proficient with the use of computers, but very far away from basic values of 
individual human beings. 
• When a professional development opportunity is given to me, I look for 
innovations, advancement, and knowledge. 
• Its value is directly related to how it can be applied in an everyday basis. If not it 
is academic. 
• Up to date information which can be associated with everyday experiences. 
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• I look for its applicability to my own daily working routines. 
• The value of the professional development experience is that we can see teachers 
using what they have learned in the classroom. 
• If the experience included information, a hands-on workshop, exchange of ideas, 
and the presentation of materials related to the topic, then it was worthwhile. 
• A professional development experience has worth/value if educators are given the 
chance to try out new ideas learned and share how these turnout. This will make 
the activity much worthwhile in my opinion. 
• What will make a professional development activity have worth/value is if it has 
ethical values, multicultural understanding and field knowledge. 
• Lively discussions during breaks. 
• Many questions and much discussion during the presentation. 
• Worth/Value of a professional development activity is demonstrated when the 
activities receive a positive evaluation. 
• An activity demonstrates its worth/value if it provides a transition from the 
presentation to its use in the classroom. 
• If discussion is continued after the presentation and teachers are provided a venue 
for this then I would consider the professional development experience to be 
valuable. 
3. In your experience, how is the quality of professional development experiences 
currently assessed? 
• In my experience the quality of a professional development experience is 
currently assessed by means of a written evaluation in general form. Usually a 
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scale is provided for answers as excellent, good, poor, etc. Most of the time open 
questions are not required. 
• The quality of professional development experiences is assessed with 
professionalism and dedication. There are many good workshops that teach you 
realistic strategies which might be useful in your area. Sometimes there are a few 
that seem to be out of focus or unreal. 
• Usually in my setting a series of workshops is given and assessed by job 
performance. I strongly believe that some “hands-on” approach will benefit many 
professional development activities. 
• Far too general and sometimes confusing and/or useless. 
• I am sorry to say that in my experience no professional development experience is 
assessed properly (i.e. impact). 
• Usually is done by filling an opinion poll in which participants mark from 0-5 in 
after activity questionnaire. 
• The quality of professional development experiences is normally assessed in our 
school community by questionnaires and informal conversations. 
• Usually, after a seminar or conference, the main speaker hands out an evaluation 
paper so his/her professional development presentation can be evaluated. 
• In my experience, professional development activities are only assessed after a 
presentation, teachers should be allowed to discuss and decide if the presentation 
is beneficial to them or not and why. 
• By applying what is learned teachers can assess if the “experience” was 
worthwhile in the classroom. Currently the only assessment that is done is the 
one that occurs after the presentation. 
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4. In your experience, what has been the role of professional development in improving 
practice and enhancing student performance? 
• In my experience, professional development activities are offered as a 
requirement for continued education and recertification, but most of the time the 
input of the teachers is not considered. Others decide the topics; nevertheless, 
some have been excellent and have become learning experiences. 
• Usually no follow-up is given to ensure the application of what was learned. 
• Professional development conferences and seminars give teachers ideas on how to 
motivate students. They can also help teachers (depending on how the topic is 
presented) to understand their student’s needs, strengths and weaknesses in and 
outside of the classroom. 
• From several workshops I have attended the most useful one was related to 
evaluation. The idea of having a test bank with all possible questions related to a 
topic, really helped me to prepare better tests, with varied questions and grade of 
difficulty. 
• Some institutions only look to cover regulation standards. 
• All of us teachers have grown as professionals after attending an inservice 
experience. As a result teaching strategies have improved these enhancing 
student performance. 
• Most have been sadly lacking in practical applications. 
• Though at the time seems motivating enough, somehow it is short-lived. Follow¬ 
up seems difficult; sometimes even superficial. 
• Many Riles and regulations change year after year, so that our educational system 
can grow and better serve our students. 
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5. From your perspective, what is the potential of professional development in 
improving practice and enhancing student performance? 
• The potential of professional development in improving practice and enhancing 
student performance is enormous. Professional development activities should be 
well planned; follow-up should be planned also in terms of assessment for the 
teachers and the students. 
• The potential of professional activities could be quite significant especially if 
teacher’s input is taken in consideration when planning and executing a program. 
• The potential is infinite. The problem is not the possibilities but the way it is put 
into practice and the follow-up that should result. 
• The potential of professional development programs could be immeasurable if 
they were to be continuous and not sporadic or by whim. 
• The potential exists, but these experiences must be directed to the specific needs 
of the individuals participating. 
• Professional development is very important in improving practice and student 
performance mostly if teachers are given a chance to share their learning 
experiences. 
• Professional development should be used to enhance student performance. They 
should be created to help the students and not the statistics. 
• After twenty-two years of teaching experience I feel that workshops are not 
needed for developing teaching techniques, but rather to give strategies or 
guidelines on how to deal with today’s children. 
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• If it is realistic, hand-on, up-to-date and practical, teachers can use what they learn 
in professional development activities to improve their teaching styles and 
methodology, this in turn would greatly benefit the students. 
These answers from the first questionnaire were refined and statements were 
developed to construct the Likert scale of the second and third questionnaire (Appendix 
A) which were categorized in three areas of study: (1) the purpose of professional 
development programs in teaching, (2) professional development programs worth/value, 
(3) current assessment of professional development activities. These areas were created 
to organize the questions for research purposes and were never revealed to the 
participants. 
These subsequent questionnaires, developed from the answers to the first 
questionnaire, are the Likert scale rounds that comprise this study. These questionnaires 
were designed to encourage teachers to complete in a minimal amount of time and with 
low inconvenience to them. The questionnaires had a small portion to collect 
demographic information from the teachers participating in this study. The rest of the 
questionnaires were divided into thirty (30) items with five choices for each item on a 
Likert-type scale. Of the 30 items, ten referred to each of the focus areas (purpose, 
worth/value, and assessment of professional development programs), although the 
researcher only knew these areas since they were not openly written in the survey. At the 
end of each questionnaire there was an opportunity for teachers to add open-ended 
statements or questions. 
The Survey Instrument 
The demographic information pertaining to age, sex, gender, education, and 
experience (Appendix B) provided personal information regarding the Massachusetts’ 
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teachers participating in this study. The answers to the second survey were collected and 
analyzed to ascertain the mean scores and standard deviations which were then used to 
identify which questions did not achieve a consensus “status”. A five point Likert scale 
from strongly disagree, disagree, undecided, agree to strongly agree was used. The 
category “undecided” was used in order to accommodate teachers with less than two 
years of experience. 
The responses to the third questionnaire were subjected to an alpha test or 
reliability analysis to ascertain the relationship between the three focus areas and a factor 
analysis to ascertain if the three areas of study were significantly distinct from each other. 
Sources of the Data 
The second survey was sent in October 1999 to ten superintendents from 
randomly selected districts in western Massachusetts for them to distribute to teachers 
within their school districts. Thirty surveys were sent to each superintendent. Districts 
from the eastern part of the state were not included in this study nor were parochial or 
private schools. One hundred and five (105) teachers returned the survey. 
This second survey was comprised of a cover letter (Appendix C) which was sent 
to ten randomly selected superintendents in western Massachusetts. They were asked to 
distribute the surveys to thirty teachers within their school districts. Each survey 
distributed to the teachers (300 in total) contained a cover letter (Appendix D) explaining 
the purpose of the study, the estimated time necessary to complete the survey, and an 
option to receive the results of the research. On the reverse side of the cover letter was 
printed a consent for voluntary participation form (Appendix E). A section to collect 
demographic information (Appendix B) was included in order to categorize the 
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participants’ responses as to assess for bias. The survey questionnaire (Appendix A) was 
the last section of the packet that was sent to the teachers. 
Teachers were asked to return the survey, in a specified amount of time, in the 
enclosed postage affixed, self addressed envelope that was included in their packet. In 
addition, they were given an option to write their names and school district if they wanted 
to participate in the final survey (Appendix B). This was done to facilitate the direct 
communication with teachers and a quicker return of the surveys. One hundred and five 
(105) surveys were received from teachers who opted to participate in the third survey. 
Three survey responses were eliminated from the study because they were incomplete or 
arrived after the return deadline. 
The third and final survey was sent to one hundred and two (102) teachers from 
the one hundred and five (105) who responded to the second questionnaire. Each 
questionnaire was coded to track participant return and to keep the continuity of their 
previous answers. The third questionnaire was used to confirm that the responses of the 
participants did not change from the answers they provided in the second questionnaire. 
They were given three weeks to complete the survey, which was sent in November 1999. 
The teachers were asked to complete the survey in a three-week time and to return it in 
the enclosed envelope with the researcher’s name, address, and proper postage affixed. 
Ninety (90) surveys were received in the third round. 
Procedures for Analysis of Data 
The Statistical Package for the Social Sciences program (SPSS) was used to 
analyze the data collected by deriving frequencies, percentages, mean scores and standard 
deviations in order to differentiate between the responses received via the second survey. 
Also the demographic data was analyzed to obtain a profile of the participants in this 
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survey. The mean scores and standard deviations assisted in pinpointing the questions 
that did not achieve consensus. 
On the third survey, a reliability of analysis or alpha test was performed to test for 
the relationship between the questions and the three focus areas and a factor analysis was 
conducted to test if the focus areas were distinct from each other. The factor analysis 
assisted in providing possible standards to measure quality of professional development 
programs. This is discussed in further detail in Chapter 4. 
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CHAPTER IV 
ANALYSIS OF THE DATA 
Introduction 
This chapter will describe the results obtained in the second and third survey and 
it is divided in three sections. The first section will describe the population that 
participated in the survey. The second section will describe the results obtained in the 
second survey, and the last section will provide a more in depth analysis of the results 
obtained in the third and final survey. 
Demographic Data 
This study was conducted using the Delphi Method. The method utilizes three 
rounds of surveys. As it was discussed before, the first survey was comprised of a series 
of five questions. The statements provided by answering the five questions, contributed 
towards development of the second and third questionnaire. The answers to the first 
questionnaire help create the statements that comprise the Likert scale in the second and 
third questionnaire. These statements were categorized in three areas of study: (1) the 
purpose of professional development programs in teaching, (2) professional development 
programs worth/value, (3) current assessment of professional development activities. 
One hundred and two (102) second round surveys were received out of the three hundred 
surveys that were originally sent out for superintendents to distribute amongst teachers in 
their school districts in Western Massachusetts. A total of one hundred and five (105) 
teachers responded to the survey (35%) although three surveys were not included in the 
analysis because they were either incomplete or arrived after the deadline. In addition 
sixty surveys were returned by two school districts that had a policy against distributing 
surveys to school personnel. One hundred and two third round surveys were sent out to 
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the teachers who answered the first survey and provided their information in the 
Demographics page (Appendix B); ninety (90) third round surveys were received (88%) 
to complete the Delphi rounds. 
This study represents the views of teachers in western Massachusetts with a 
diverse level of demographic data. Since the researcher had no control over to which 
teachers the survey was given to, therefore the data received varied. Beginning and 
experienced teachers provided the data for this study. This did not affect the results of 
this study since the research wanted to ascertain the views of teachers regarding quality 
of professional development across all levels of expertise, age, gender etc. This allowed 
for a “representation” of the population of teachers in western Massachusetts. The data 
received were based on each individual’s experiences in the area of professional 
development as the Massachusetts Education Reform Act of 1993 and the Massachusetts 
Department of Education implemented them. 
Description of the results 
The Second Survey 
The first survey had provided a rich list of qualitative factors from which to 
develop a more precise instrument. It was quite clear from the qualitative study, and 
from informal interviews with various professionals in the field, that an effective measure 
of the variables under study should comprise three basic categories: 
(a) Purpose of professional development programs in teaching. 
(b) Professional development programs worth/value. 
(c) Current assessment of professional development activities. 
Accordingly, a second survey was developed based on the data generated from 
the first one. This second survey was comprised 30 items, of which ten items 
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corresponded to the three categories mentioned above. The design of the survey was 
done keeping a structured data analysis in mind. In conformance with the Delphi 
technique, the three stages were used to continually refine the data. The first survey had 
already been invaluable in generating the constructs that were needed for the study. In 
the second survey, the researcher wanted to find out whether there would be a divergence 
of opinion on the issues in question, so that one could use the data to distinguish between 
issues on the basis of their importance. This sort of discrimination within the sample is 
important. Had all of the respondents resoundingly agreed to all the queries, it would be 
apparent that there was a heavy social desirability bias in the study. Similarly, a very 
high level of disagreement would indicate that perhaps the questions were not measuring 
well-defined and well-articulated concerns. Therefore, the second survey was used to 
iron out the kinks in the various statements, and then use the final survey to test for 
reliability, validity, and the emergence of different factors in the study. 
The second survey followed a Likert-scale format, which was quite familiar to the 
respondents. They had to respond to the 30 statements mentioned in the questionnaire 
using the following five-point scale: 
SA= Strongly Agree 
A = Agree 
U = Undecided 
D = Disagree 
SD = Strongly Disagree 
The first 10 statements corresponded to (a) the Purpose of Professional Development 
Programs in Teaching: 
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1. New skills, procedures and techniques are developed when you attend a 
professional development program. 
2. Audience motivation is a key element for a positive learning experience. 
3. Programs/workshops must be aligned to the needs of each school. 
4. The information is presented in a manner that will assure maximum retention by 
the participants. 
5. Professional development programs enhance professional performance. 
6. Innovative educational approaches in teaching are provided. 
7. Follow-up activities must be provided monthly after attending a professional 
development program. 
8. Teacher’s input is an important element of professional development programs. 
9. Workshops/courses are to be selected by the school principal for the professional 
development activities. 
10. Techniques/skills presented are very useful in the classroom. 
The next set of statements corresponded to (b) Worth/Value of Professional Development 
Activities: 
11. Skills of your area of study or related areas are improved. 
12. Techniques/methods learned can be easily applied in the classroom. 
13. New innovations, advancements and knowledge are provided. 
14. Provides up to date information, which can be associated with everyday 
experiences. 
15. Professional development programs have significant impact in education. 
16. Worth/value of a professional development experience is strongly based in 
student performance. 
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17. There is worth/value to professional development programs because they can be 
applied in the classroom. 
18. Student’s performance is enhanced as a result of teachers attending a professional 
development program. 
19. Practical solutions are provided for the implementation of the technique/methods 
learned in the classroom. 
20. Networking by the teachers reflects the impact of the program. 
Finally, the third set of statements corresponding to (c) Assessment of Professional 
Development Programs: 
21. A needs assessment is administered prior to coordinating an Inservice Program. 
22. Local schools are knowledgeable of the professional needs of their teachers. 
23. Assessment of programs is very effective. 
24. It is optional to assess professional development programs. 
25. The value of a professional development program should be assessed only by the 
coordinator/principal. 
26. Assessment of programs is comprised by how they are implemented in the 
classroom, immediately after the presentation. 
27. Re-evaluations must occur 30 days after the presentation. 
28. Open-ended questions should be provided in program evaluations. 
29. State mandated programs are beneficial to local schools. 
30. Included in this survey were questions on various 
Evaluation must occur demographic elements such as: 
• Grade Level 
• Highest level of education. 
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The total number of years you have been a teacher at the end of the fourth year of 
reform (June, 1997). 
• Gender 
• Indicate your age group 
• How many years have you worked in the district where you are presently 
employed? 
The demographic profiles of the respondents showed a lot of heterogeneity. Of 
the 102 respondents, 30 (29%) held bachelors’ degrees while 72 held master’s degrees 
(There were no doctorates in the sample). The mean experience of the respondents was 
15.2 years, with a range that went from two to thirty six years. The respondents had a 
mean age of 43.2 years, and their grade levels with respect to their teaching also varied 
across the spectrum, as indicated in Table 1. 
TABLE 1 
Grade Level and Percent of Respondents 
0-3 32% 
4-6 15% 
7-9 24% 
10-12 29% 
In order to utilize the results from the first section, first it was important to 
develop a heuristic criterion for analyzing the second survey. This was done by first 
tabulating the means and standard deviations of the responses to the various statements. 
The Central Limit theorem states that if the sample size is over 50 it can be assumed that 
the mean of the data follows a normal distribution (Hernon, 1994). Since the sample size 
was 102, the Central Limit theorem allows us to assume that the mean was distributed as 
a normal distribution. Therefore, the mean and the standard deviation became an 
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important statistics to consider when deciding whether a statement reached consensus or 
not. It may be recalled that in a normally distributed sample, 68% of the responses lie 
within one standard deviation of the mean (Freedman, Pisani, Rogers, 1978). Therefore, 
in this situation, convergence of replies by the respondents will depend on two criteria. 
First, if the mean responses lie at the extremes (that is, if the mean responses are closer to 
1 or 5), it will imply consensus. Secondly, if the standard deviation of the sample is low, 
it implies a greater level of consensus (since a small standard deviation indicates that the 
responses are bunched closer to each other). 
Taking all these criteria into account, the following heuristic criteria was created: 
if the sum of the mean and standard deviations of the responses is under 2, it will indicate 
a very high level of consensus. If it is under 2.5, it will indicate a high level of 
consensus; the responses were reverse coded to accommodate those, which had a mean of 
over 3, so that a convergence of disagreement was also taken into account. 
The means and standard deviations of all the responses are given in Table 2. As 
can be seen, there is a very high level of consensus on 4 out of the 30 statements 
(statements 12, 3, 8 and 25, where 25 needed to be reverse coded). There is a high level 
of consensus on statements 1, 4, 5, 6, 10, 11, 13, 14, 17, 18, 20, 24 and 29 where 24 is 
reverse coded). Thus, 17 out of the 30 statements show convergence of opinion, while 
the rest are more heterogeneous. In other words, the sample of statements used, appealed 
to have a healthy mix of convergence and divergence, which implied that it had 
potentially good explanatory power. 
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Table 2 
Mean Score and Standard Deviation of the Responses to Survey II 
Question Mean score of response Standard deviation 
1 2.03 1.08 
2 1.59 0.86 
3 1.72 0.88 
4 2.06 1.09 
5 2.15 0.94 
6 2.33 0.87 
7 2.52 1.04 
8 1.38 0.56 
9 3.62 1.03 
10 2.29 1.02 
11 2.35 0.94 
12 2.48 1.14 
13 2.12 0.89 
14 2.49 1.01 
15 2.53 1.2 
16 2.62 1.16 
17 2.12 0.74 
18 2.49 1.01 
19 2.7 0.83 
20 2.19 0.91 
21 2.7 1.2 
22 3.02 1.08 
23 2.96 0.99 
24 3.35 1.19 
25 4.39 0.79 
26 2.94 0.99 
27 2.76 1.14 
28 2.75 0.85 
29 2.01 0.74 
30 3.11 0.89 
An ANOVA was performed to check whether there was a significance 
relationship between the demographic characteristics of the respondents, and their 
responses. It was not so, the ANOVA showed that the tendency to respond to queries one 
way or another was independent of the respondents' age, experience, level of education or 
gender. 
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In simple terms, the second survey had validated the statements that were 
produced based on the qualitative data generated by the first survey. From the first 
survey, a list of responses was generated. These were formalized into an analyzable form 
through a Likert-scale measure. The second survey was a pre-test of sorts, which 
validated that: 
• The survey was independent of demographic bias. 
• The statements were relatively free of social desirability bias. 
• The wide distribution of heterogeneity in the responses provided discriminating 
results through more fine-grained statistical analysis. 
In order to subject the three constructs covertly outlined in the survey to a more 
rigorous statistical analysis, it was now necessary to proceed to the next stage, referred to 
as the third survey. In the third survey, a factor analysis would be performed to analyze 
whether the three constructs identified at this round could be refined, and whether they 
would stand the tests of statistical significance. 
The Third Survey 
To refine the three constructs identified in the second survey, the third survey was 
distributed to the 102 teachers who responded to the previous survey. Ninety teachers 
responded to this third and final survey. This survey was analyzed with the purpose to 
ascertain that participant’s responses did not change significantly and to find the relation 
of the statements (1-30) to the three focus areas. 
The purpose of analysis in this survey was two-fold. First, to confirm the three 
areas generated were indeed important and valuable to this subject. Second, to fine-tune 
these constructs to get a better understanding of what exactly the teachers considered to 
be effective measures of professional development. The first step in the statistical 
analysis was aimed at finding out whether the constructs were reliable. In the statistical 
context, reliability is a measure of the extent to which a measuring procedure will yield 
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the same result on repeated trials; it is a measure of consistency. Reliability is not the 
same as validity, which is a measure of whether the test actually measures the construct it 
attempts to measure. However, in statistical analysis reliability is a condition for validity 
(Kerlinger, 1986) thus, the analysis began with a reliability analysis. 
One of the best-known tests of reliability is the Cronbach Alpha Test (Cronbach, 
1972). The Cronbach alpha provides a number between zero and one, which is a measure 
of reliability, with one being the most reliable and zero being the least. Most researchers 
believe that an alpha value of .6 is the bare minimum that is necessary to establish the 
reliability of an instrument in measuring a construct. Some researchers feel that it would 
be better to use a cut-off value of .7 when conducting experiments in social science 
(Carmines and Zeller, 1979). The SPSS version 10.0 was used to compute the Cronbach 
alphas of these three constructs. All three measures exhibited alphas of over 0.7 (which 
was the cut-off point asserted by the researcher). The measure of area (a) had an alpha of 
.73 and the measure of area (c) had an alpha of .71. On the other hand, the measure or 
area (b) had an extraordinary high alpha of .89, thereby confirming that these measures 
were indeed reliable. 
However, as mentioned earlier, reliability is not necessarily an indication of the 
accuracy of the test. It merely establishes that if this test was to be conducted several 
times, the results will be similar in all cases. For these measures to be accurate predictors 
of professional development concerns, we will have to ascertain the validity of this test. 
Validity is an indicator that the instrument being used is indeed addressing the construct 
being measured. (Cronbach, 1972). Of course, the most important criterion of validity is 
qualitative. In effect by using a three-step process in the questionnaire this research was 
trying to establish the validity of the measures being described. However, there are some 
effective statistical techniques by which the validity of large samples can be measured. 
One of the most widely used analytic techniques for this purpose is factor analysis (Kim 
and Mueller, 1978). Factor analysis is a way in which we can reduce a large number of 
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questions in a questionnaire to a simple and elegant set of factors, which the researcher 
can then name as important elements of the variable being measured. A factor is a 
hypothetical entity that is assumed to underlie measures of any kind, but a vast and rich 
set of experiments in social science have confirmed that indeed it is the best way to 
identify important elements of concern to target populations in social science research. 
Behavioral researchers have often referred to factor analysis as “the queen of analytic 
measures” (Kerlinger, 1986, p.569). 
Briefly, by using factor analysis in this study, the researcher was trying to identify 
whether the measures used were indeed distinct from one another, in that they measured 
distinctly different things. Factor analysis is essentially an exploratory technique that 
tries to identify the underlying elements of the data being studied. 
The SPSS version 10.0 was used to conduct a factor analysis. Once the factors 
were identified, varimax rotation was used to separate them into distinct groups. The 
principle behind varimax rotation is to maximize the variation between the factors to the 
extent that such a separation is theoretically feasible. Factor analysis essentially produces 
bunched grouping of variables in a Cartesian space. Initially these factors are invariably 
in a form that is difficult or impossible to interpret. The reason for this is that the axis of 
the Cartesian space are essentially arbitrary. In order to separate the factors adequately 
these arbitrary reference axes must be rotated (Kerlinger, 1986, p.579). The act of 
rotation finds the best possible position for these axes to view the variables in a multi¬ 
dimensional space. There are several ways in which these factors can be rotated. 
The most commonly used method (which is a standard option in all statistical packages 
like SPSS) is varimax rotation (Rosethal and Rosnow, 1984, p.419). 
The first set in factor analysis is known as principle component analysis which 
identifies the factors. Once this is done, the factors are rotated in several iterations until 
the model “converges” which means that the best possible axes to view these factors are 
identified. In this case the rotation converged after fifteen iterations and revealed four 
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different factors or areas, which collectively explain over 50% of the variance 
(explanation of 50% of the variance is considered impressive for a statistical sample 
involving over 50 respondents). 
The identification of factors is essentially the prerogative of the researcher. What 
the model does is to identify several factors in the “loading” of each and every question 
in the factor. The researcher has to determine a cut-off point to identify which question 
loads onto which factor. Experts suggest that a minimum factor loading of .4 should be 
used as a cutoff in these situations (Long, 1983). However, a cutoff point of .5 is 
considered to add extra safety to the process. In this case, a factor loading of .5 was used 
as a cutoff point to determine which questions belong to which factor. The first factor 
comprised all the ten elements of (b) Worth/Value of Professional Development 
Programs, but also included four questions from (a) Purpose of Professional 
Development Programs: 
I. New skills, procedures and techniques are developed when you attend a 
professional development program. 
5. Professional development programs enhance professional performance. 
6. Innovative educational approaches in teaching are provided. 
10. Techniques/skills presented are very useful in the classroom. 
(b) Worth/Value of Professional Development Programs: 
II. Skills of your area of study or related areas are improved. 
12. Techniques/methods learned can be easily applied in the classroom. 
13. New innovations, advancements and knowledge are provided. 
14. Provides up to date information, which can be associated with everyday 
experiences. 
15. Professional development programs have significant impact in education. 
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16. Worth/value of a professional development experience is strongly based in 
student performance. 
17. There is worth/value to professional development programs because they can be 
applied in the classroom. 
18. Student’s performance is enhanced as a result of teachers attending a professional 
development program. 
19. Practical solutions are provided for the implementation of the technique/methods 
learned in the classroom. 
20. Networking by the teachers reflects the impact of the program. 
This first factor was named Impact of Professional Development Programs in 
Teaching as a way to represent the measure that this factor represents. Typically, the 
validity of a factor is measured using a term called the Eigen value. The Eigen value is a 
measure of the “sum-of-squared factor loading” and is a measure of whether the factor is 
truly separated from other factors. Usually an Eigen value of 1.0 is considered the 
minimum to identify a factor, and this value can go up to 25 or so. This particular factor 
had an Eigen value of 8.9 and explained 32.48% of the variance. This implies that the 
factor is indeed very strongly supported by the data and is an adequate measure of the 
professional development programs. 
The second factor had an Eigen value of 2.9 and explained 10.85% of the 
variance. As mentioned earlier, the Eigen value of 2.9 is well above the cut-off point of 
1.0, which indicates that these groups of questions also ‘naturally’ group together into a 
factor. It was comprised of the following questions. 
24. It is optional to assess professional development programs. 
25. The value of a professional development program should be assessed only by the 
coordinator/principal. 
26. Assessment of programs is comprised by how they are implemented in the 
classroom. 
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28. Re-evaluations must occur 30 days after the presentation. 
29. Open-ended questions should be provided in program evaluations. 
In addition was question 7 from section (a): 
7. Follow-up activities must be provided monthly after attending a professional 
development program. 
Evaluation and Follow-up of Professional Development Programs is the name given to 
this second factor. 
The third factor was comprised questions 22, 23 and 30: 
22. Local schools are knowledgeable of the professional needs of their teachers. 
23. Assessment of programs is very effective. 
30. State mandated programs are beneficial to local schools. 
This factor had an Eigen value of 2.7, which explained 7.89% of the variance. This third 
factor is named Worth/Accountabilitv of Professional Development Programs. 
The fourth and final factor is comprised of two questions and had an Eigen value 
2.3, explaining 7.9% of the variance. This factor is named Motivators for Effective 
Professional Development Programs. 
2. Audience motivation is a key element for a positive learning experience. 
3. Programs/workshops must be aligned to the needs of each school. 
4. The information is presented in a manner that will assure maximum retention by 
the participants. 
8. Teacher’s input is an important element of professional development programs. 
The three questions, which were found not to have any relation to the factors found 
by performing the factor analysis, are the following: 
9. Workshops/courses are to be selected by the school principal for the professional 
development activities. 
21. A needs assessment is administered prior to coordinating an Inservice Program. 
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27. Evaluation must occur immediately after the presentation. 
The main reason these questions did not load on to any factor perhaps is because 
they are a bit ambiguous in that they contain data elements for all four factors. In other 
words, they are far too unspecific to be used as a measure. 
As a final precautionary measure it is important to ascertain whether the responses 
to various questions were a function of the demographic attributes of the respondents. It 
was important to know if there was a statistically significant difference in the mean 
responses to various questions based on the demographic characteristics of the 
respondents. In order to eliminate that possibility, an ANOVA was conducted to show 
that each question in the questionnaire was checked against each demographic variable. 
Also a measure of the mean responses was created for each set of factors, and again, 
tested them against the demographics. The ANOVA results are available in Appendix F 
and essentially confirm that there is no respondent bias based on demographic attributes. 
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CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
Overview of the study 
The purpose of this chapter is to summarize the findings of each research 
question, followed by individual discussion and conclusions. Recommendations to 
policy makers and to future researchers complete the chapter. 
National and state reform initiatives from 1990 to 2000 were researched to 
conduct this study. However, this study concentrated on the Massachusetts Education 
Reform Act of 1993 as it impacted the way in which teachers will maintain their 
certification. According to the regulations of the Massachusetts State Department of 
Education, in agreement with the Massachusetts Education Reform Act of 1993 and the 
new Recertification Guidelines (2000) teachers must have a specific number of 
Professional Development Points to continue being certified by the State. They attain 
PDPs by registering to different programs outlined by the Massachusetts Department Of 
Education. The Massachusetts Department of Education has outlined the activities that 
will be considered professional development programs and has identified a point system 
to measure these activities in terms of time. In the new recertification guidelines the state 
provides characteristics for high quality professional development programs as demanded 
in their regulations. Nevertheless, it has fallen short of providing standards for 
supporting teachers in the implementation of the learned skills and providing a way of 
ascertaining their impact. 
The purpose of this study was to ascertain standards and criteria for assessing the 
potential quality of professional development programs. The following three areas (1) 
purpose of professional development programs, (2) worth/value of professional 
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development programs, (3) the assessment of professional development programs of the 
teaching staff provided a focus to study professional development programs as they were 
delivered in 1999-2000 and how they should be conducted. These areas were 
independently assessed for reliability and compared with one another to differentiate each 
area. Data were collected from ninety teachers from selected school districts in western 
Massachusetts through the use of two survey questionnaires. 
The researcher used an alpha level of .05 to test the reliability of each area, as 
well as, a factor analysis to differentiate amongst each area. A one-way ANOVA was 
used to compare the demographic variables with the responses to eliminate the possibility 
of bias. 
Analysis on the data indicated that the three measures that categorized the 
questions originally were considerably reliable. A factor analysis performed on the three 
measures outlined a new set of areas in which the questions could be categorized. An 
ANOVA performed on the demographics did not show that the respondents had any bias 
when answering the questions. Finally, the open-ended questions indicated that teachers 
were not satisfied with the current evaluation and delivery of professional development 
programs. 
SummaryADiscussion of Findings 
The results of this research showed that teachers reported a high interest in the 
value that is given to professional development programs, followed by the purpose of 
professional development programs and their assessment. 
An analysis of the demographics upon the four areas proved not to be significant 
on fifteen calculations performed. Regardless of age, sex, or education of the teachers 
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they did not differ significantly in their responses to the impact of Professional 
Development programs as outlined by MERA. 
The factor analysis using a varimax rotation identified four areas distinct from the 
three that were originally stated. At the beginning of the study the questions were 
categorized in the following three areas: (1) purpose of professional development 
programs; (2) worth/value of professional development programs (3) assessment of 
professional development programs. After performing a factor analysis upon these three 
“measures” four new areas were outlined. In addition, more than thirty percent of the 
teachers took the time to respond to the open-ended section. Their comments provided 
personal experiences and added richness to the results of this research. The findings and 
discussion of the four areas and how they relate to the research questions follows. 
Impact of Professional Development Programs in Teaching 
There is a new focus for the success of education reform. Whereas in the 
beginning it was improving student achievement by demanding that teachers were given 
opportunities to improve knowledge base, pedagogical skill and working environment, 
now there is a focus to ascertain the quality of the professional development activities 
that are provided to teachers. 
Effective professional development programs are of essence in this era of 
education reform as districts and schools are under pressure to increase student 
achievement. Around the country districts and schools are taking strides towards 
improving the effectiveness of professional development programs, although these are 
usually evaluated for effectiveness by polling participant’s satisfaction after the program. 
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Most educators agree on a higher standard - linking the professional experience to an 
observable impact in the classroom before assessing the experience as effective (Peixotto 
andFager, 1998). 
Measuring the impact of professional development is the ‘bottom-line’ in 
education (Guskey, 1999). Did the professional development have an impact on student 
learning? And what impact did the professional development have on teachers? 
This is further explained by the comments teachers wrote in the last section of the 
survey. The comments here, in my opinion, reflect the impact professional development 
programs have on teachers: 
• In my experience, professional development programs are only effective if (1) the 
teacher wants to be there and (2) the teacher makes a conscious effort to try the 
new technique, and (3) the teacher discusses his/her attempts with a colleague. 
• I don’t believe that professional development should be limited to skills and 
techniques. It has far more to do with understanding and knowledge of content 
and pedagogy. Attending professional development programs does not 
necessarily bring about teacher change. 
• General opinion is that teacher methodologies/strategies in-service workshops are 
beneficial. What would be of greater impact is content related workshops/In- 
service programs where teachers become more familiar with the content and 
therefore feel more comfortable teaching. The focus of most programs is wrong. 
Teachers that are more comfortable with the content will devise and vary 
instructional techniques. 
• It is my belief that professional development programs allow the state and the 
general public to believe that educators will improve their methods of teaching 
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and therefore the quality of education will improve. Unfortunately, this is not the 
case. Teachers who want to learn, do. Teachers who simply go to work for a 
“paycheck” do that. PDP’s will not ensure quality education in the future. Often, 
I find little or no worth to them. 
• There is such a vast difference in quality of programs offered. Some are 
wonderful are useful others are a waste of time. Generally those done by other 
teachers are the best. 
• Teachers want professional development but are often disappointed with the 
programs and believe their time would be better spent working on programs with 
other staff or in their classroom. 
• Basically, I feel most professional development programs do have something to 
offer. Those programs that only involve listening (for hours at a time) do not 
provide enough practical application. 
• Most needy courses of teachers should be chosen by the teachers. 
• There have been some very helpful in-service seminars. But like anything else 
there have been numerous that were total wastes of time. Staff development 
should focus on the needs/interests of the staff. 
The comments above show that teachers are disappointed in the way professional 
development programs are being delivered. The dissatisfaction of teachers in attending 
professional development programs directly affects the impact the program might have in 
the classroom. How are the teachers going to learn the complicated teaching strategies 
they need in order to address challenging learning goals and improve student 
achievement if the programs are of poor quality or do not address teacher’s needs? 
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An effective professional development program is one that can be linked to the 
impact it has in the classroom as it relates to improving student learning and performance 
(Peixotto and Fager, 1998). 
Outlining characteristics of quality in professional development not necessarily 
guarantees an impact in the learning process or implementation of what was learned. 
Much more needs to be researched in this area as to what evaluation methods, if any, do 
assess impact of programs in teachers and subsequently in students. 
Evaluation and Follow-up of Professional Development Programs 
Related to Impact but a distinct factor is the one of Evaluation. The distinct 
components of this lie in what evaluations are being done to ascertain the effectiveness of 
professional development programs? Loucks-Horsley (1996) suggests requiring a strong 
evaluation component in professional development efforts assessing their short and long¬ 
term impact. Evaluation is important in order to be able to obtain specific, relevant, and 
valid evidence that will provide an appraisal of quality and judgments of value, based on 
the evidence available (Guskey, 1999). Hence, professional development, by itself needs 
to be evaluated for the value that it will add to the overall plan. 
Historically, professional developers have not paid much attention to evaluation. 
Some because they believe they lack the skills and expertise to become involved with 
evaluation resulting in hiring ‘evaluation experts’ who are charged with the task of 
proving if the program made any difference. The results of this unplanned process is 
seldom useful (Guskey, 1999). 
The Massachusetts Department of Education states that “the evaluation of the 
State wide plan for professional development will determine the extent to which the goal 
and objective of this plan has been achieved. A third-party evaluator will create and 
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implement a quantitative and qualitative evaluation design. The scope of the third-party 
evaluator’s tasks, products, and deadlines will be determined in cooperation with 
Department of Education administrators and broadly representative educational 
stakeholders.” (Evaluation of the Statewide, n.d., p.3). Massachusetts has done the 
planning and a guide for implementing their statewide plan, how and what will the third 
party assess if they were not involved in the development or planning of the plan itself? 
A careful planning of evaluation(s) procedures, will allow for on-time information 
that could help improve professional development programs and activities way before the 
end of the program. 
In the last section of the survey, some teacher’s comments relate to the current 
evaluation and follow-up of professional development programs: 
• Professional development could be assessed by department supervisor or planned 
by department supervisor. Need to ask a question if there are enough PDPs and if 
the PDP is suited to your subject needs. 
• Evaluation 30 days after depending on presentation. For example, if it involves 
classroom practice it might be good to do a follow-up evaluation. 
• I think follow-up activities would be a great idea as well as re-evaluations. 
• Not all professional development programs are helpful to teachers. I have 
NEVER had follow-up of professional development programs, which I feel is 
VERY important. 
According to the comments, teachers appear not to have a clear perspective on 
evaluation not have had the experience of having a follow-up evaluation to ascertain 
long-term impact of the program. 
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Evaluation could be considered-the anchor for the success of professional 
development since it provides a check and balance of the activities and it might be able to 
provide - return on investment. 
Worth /Accountability of Professional Development Programs 
Has the program or activity achieved the results it intended? Is it better than what 
was done in the past? Is it better than another competing activity? Is it worth the cost? 
The answers to these questions ascertain the worth and value of a program. 
The worth that teachers find in professional development programs as they are 
delivered today is limited. How to determine teachers’ needs and how to meet those 
needs remains unclear; and while it is imperative to discover them districts continue to 
offer the ‘one-size-fits-all’ model which is not sufficient (Vulkelich and Wrenn, 1999). 
Professional development needs to be not only effective but also supportive of 
participant’s assumptions to allow for the debate of new ideas, support critique and 
inquiry for the experience to be meaningful to the participants (Vulkelich and Wrenn, 
1999). It is in this context where teachers will find the worth of professional 
development programs. 
The Massachusetts’ teachers who responded to this survey commented about the 
worth of the current delivery of professional development programs: 
• Most professional development programs are a huge waste of time and an insult 
to any teacher with a master’s degree and very discouraging. I wish this was not 
true. Most of the programs have tons of “fluff’ and very little “meat”. 
• Not all professional development programs are of the same quality. 
• Programs vary in their usefulness. 
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• It all depends on the subject matter of the professional development program if 
the student’s performance will be “enhanced”. Not all programs are for that 
objective. 
• I have found that Ed. Reform has not changed my professional development. I 
was doing it anyway and have more PDPs than I can use. In general, I respect the 
Ed Reform movement in Massachusetts and many things about its 
implementation. I feel it is very unfortunate that the state has been so critical and 
adversarial in dealing with teaching professionals over this issue. We should be 
working together. 
• Some programs, seminars, conferences are practical and wonderful but many are 
people, institutions, companies seeking financial gain from teachers being forced 
to take something. 
• Professional development programs that have been offered in cities near Boston 
have for years provided teachers with the means to move up the pay scale, to 
improve teaching and to develop a closer relationship between teachers. Ed. 
Reform pressed the issue and instead of learning from cities already doing a great 
job they re-invented the wheel and at times it is square rather than round. 
• The value of inservice programs is directly related to the relevance of the 
inservice. I have attended excellent workshops and very poor workshops. 
• There is little worth/value to professional development programs because only in 
very few occasions they can be applied in the classroom. 
• The state has no clue what teachers need to know because for them education is a 
matter of politics not learning. Too many principals ride the bandwagon of the 
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year in choosing professional development and too many sessions are talking 
heads that foster hours of boredom interrupted by flashes of impatient anger. 
• I think professional development could be very valuable - Right person - Right 
program - Needs teacher input! - NEEDS improvement! 
The Massachusetts Department of Education has established a policy of 
professional development that cannot be less than ten hours and teachers must be tested 
for learning. Teachers might have ‘learned’ the given concept but did they understand it? 
These teacher evaluation activities might be powerful disincentives to problem solving, 
learning, or an honest examination of practice. The type of teaching anticipated by 
evaluation forms is teaching for transmission rather than teaching for understanding 
continuing old paradigms of education reform (Darling-Hammond and McLaughlin, 
1995). 
The Massachusetts Department of Education must evaluate the match between the 
professional development activities provided by the district and schools to assess their 
worth. Only then the impact between programs and student achievement can be 
ascertained. 
Motivators for Effective Professional Development Programs 
The Massachusetts Department of Education has a provision for providers to 
provide incentives for educators to engage in advanced academic studies. Districts may 
choose to offer additional incentives through collective bargaining for those teachers who 
want to participate in professional development activities that go beyond the minimum 
requirements. (Recertification Guidelines, 2000). 
While these incentives may encourage teachers to attend professional 
development activities it is only when they are provided with the intrinsic incentives that 
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allow for learning that is useful in the classroom, will teachers be influenced to teach in 
better ways (Firestone and Pennell, 1997; Vukelich and Wrenn, 1999). 
According to Vukelich and Wrenn (1999) Professional development should be 
based on participant’s interests and needs. In addition, it should be relevant to actual 
classroom work and to students’ academic achievement needs. Providers could assess 
teachers’ needs by administering a needs assessment, or conversations with teachers. 
This information is important since it will provide the presenter with teachers’ beliefs and 
expectations which will help the provider see what the teachers’ see. (Johnson, 1992; 
Spodek, 1996). 
Teacher’s comments regarding motivators for attending professional development 
programs include the following: 
• There are not enough choices offered for K-3 teachers at PDP workshops. There 
needs to be more communication between the coordinators and the teachers. 
Questionnaires about the preferences of teachers would be helpful. 
• The professional development workshops I’ve attended which have motivated me 
the most are the self-directed. 
• I believe that teachers are the key to developing the program. The presenter must 
be aware of what type of programs each group of teachers have. 
• Most of the PDP sessions I’ve attended have been of use to me, since I’m 
choosing areas of interest and in line with my certification. Often times, however 
I can’t fit it into the structure of our school. Most recent district-wide 
professional development has been used for curriculum alignment and unit 
lessons. This DOES NOT improve teaching methodology, nor awareness of 
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students learning. Best practices can’t be as creative since we, in the elementary 
schools, are so bogged down with frameworks in all areas. 
Teachers ‘buy-in’ in this process is an important element for the success of the 
program and what it is trying to achieve; student achievement. While Massachusetts just 
outlined its new recertification guidelines for the inclusion of teachers’ content 
knowledge and skill, much is not known regarding how this new focus will impact 
teaching and student learning. 
Summation: 
Thus the statistical tests were able to fine tune the feedback that was received 
from the first questionnaire the process of statistical analysis ultimately diverted in the 
generation of four measures which could be used to assess the quality of Professional 
Development Programs. 
Other comments from teachers were geared towards general perceptions of 
education in Massachusetts, Education Reform, as well as, changes in the survey 
instrument: 
• Education is rapidly becoming a public relations type profession. We are using 
children to make ourselves look wonderful. We have taken much of a child’s 
innocence away. Good teachers are there for their students. Education reform 
has created numerous “cottage industries”. Teachers should be able to just teach!. 
• From past experiences, professional development programs have been geared 
primarily towards your core subjects. Being a Physical Education teacher, I have 
found these programs to be non-applicable to my field of teaching. Most of my 
responses to your survey had this view in mind. 
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• The professional development program in which I was involved is no longer 
being supported by our school system. This is a terrible loss for incoming and 
novice teachers. 
• I would have preferred Always, Sometimes, Never scale. 
Conclusions: 
In the first chapter some questions were raised regarding the Massachusetts 
Department of Education lack of assessing quality in professional development programs. 
While this study was conducted prior to the new regulations for recertification taking 
effect (December, 1999) this is an update of what the state has done to address these: 
1. Did the Massachusetts Department of Education measure presenter or program 
quality? If so, how did they do it? 
Prior to the new regulations effective December, 1999, there were no standards to 
ascertain neither presenter quality nor the quality of the presentations they did. Since 
then, the Department has outlined provisions for quality assurance standards of presenters 
and their programs by centralizing presenter enrollment and requiring for all professional 
development presenters to submit a curriculum of the program they are to offer. How the 
Department of Education will assess the quality of presenters, programs, etc. in the next 
round of recertification or what standards of quality will be applied when auditing the 
presenters is at the moment unclear. Hopefully it will be a form that will elicit teacher 
input and opinions regarding the quality of presentations they have attended, instead of 
counting the number of PDPs a teacher might have taken during the last five years. 
2. What did the Massachusetts Department of Education evaluated (i.e. Curriculum 
Vitae, resume) in order to certify a presenter? 
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The Department of Education is currently asking presenters to submit Curriculum 
Vitae, as well as a curriculum of their presentation in addition to requesting presenter 
evaluations and auditing presenters every year. Does the Massachusetts Department of 
Education have the personnel to accomplish audits of presenters? Only time will tell if 
this approach was successful in guaranteeing the quality of the programs being delivered. 
3. Did the programs that were being offered to teachers, actually affect or improve the 
quality of classroom teaching? 
This is by far the most difficult aspect to evaluate, as this is the “bottom-line” in 
education. It is unknown to the researcher if the Massachusetts Department of Education 
has developed an instrument that can actually measure the impact of professional 
development programs in teacher practice. This study provides a suggestion for teacher 
input to be solicited in all aspects of professional development (i.e. planning, delivery, 
time for teacher interaction, etc) as they are the ones who are carrying the heaviest of 
burdens in educating our children. Teachers are in the center of education reform and are 
the ones in charge of carrying out its mandates; hence teachers must also be a voice in the 
development of programs that are geared towards ultimately impacting student 
achievement. 
Some of the criteria that teachers identified as critical for assessing quality of 
professional development programs are: Impact, Evaluation/Follow-up, 
Worth/Accountability and Motivators. It is time we asked the teachers what is important 
to them and work together towards improving our children’s education. If teachers are to 
be considered part of a professional development planning team, they could help 
ascertain the motivators for the activity, quantify its worth to the participants, show 
commitment for the development of teachers by providing sound evaluations and 
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appropriate follow-up activities which finally could account for the impact in the 
educational process. 
This study has outlined that there is a need to implement assessment measures for 
the professional development programs that are offered today. Whereas, the state of 
Massachusetts is greatly concerned with achieving high levels of student achievement it 
relies on students’ standardized tests results to ascertain the level of education they 
receive. The pressure on public school today is immense as they have to achieve high 
levels of student achievement in order for them not to lose funding. And yet, teacher 
professional development programs lack accountability measures to ascertain if these 
programs are effective in influencing student achievement. When the state of 
Massachusetts requires teachers to take a test or demonstrate the skill learned after 
attending a professional development program, the state still relies on proving proficiency 
of what was learned and not the application of what was learned in the classroom. 
Hence, the Federal Government will keep providing guidelines to follow and funding to 
support the new measures, but will stop short of ascertaining what are the best 
professional development practices that will make good use of the public resources. 
It is imperative that the Massachusetts State Department of Education recognize the need 
for accountability measures that will not punish, but that will support teachers throughout 
their careers. Therefore, this exploratory study recommends that different factors should 
be taken into consideration when planning and executing a professional development 
program: 
• Impact of Professional Development Programs; 
• Worth/Accountability of Professional Development Programs; 
94 
• Motivators for effective Professional Development Programs; and 
• Evaluation and Follow-up of Professional Development Programs. 
For this reason, this study might be of interest to school principals and superintendents as 
they will set the tone of the professional development programs the teachers will 
participate in. As they set the tone, they can also provide a plan for a successful and 
effective professional development program for teachers that will directly impact student 
achievement. 
Areas for Further Research 
Asking other educational personnel besides teachers about the quality of 
professional development programs could enhance this study. In addition, including a 
larger population of participants in this study could provide a different perspective upon 
the professional development programs that they currently receive. This study only 
intended to seek a general description of how teachers view the professional development 
programs they receive, but it would be interesting to see what teachers from specific 
departments, such as bilingual, math, science, etc., say about these. 
A study that mirrors a teacher throughout an extended period of time while the 
teacher participates in professional development programs could enhance this study by 
providing first-hand information about the quality of these. 
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APPENDIX A 
THE SURVEY 
Developing Standards for Assessing Quality of Professional Development Programs For 
Teachers 
Below you will find a series of statements. Please indicate the degree to which you agree 
or disagree with each statement or question by making a circle to the letter(s) which 
correspond with your answer. 
SA= Strongly 
Agree 
A= Agree U = Undecided D = Disagree SD = Strongly 
Disagree 
SA A U D SD 1 New skills, procedures and techniques are developed when 
you attend a professional development program. 
SA A U D SD 2 Audience motivation is a key element for a positive 
learning experience. 
SA A u D SD 3 Programs/workshops must be aligned to the needs of each 
school. 
SA A u D SD 4 The information is presented in a manner that will assure 
maximum retention by the participants. 
SA A u D SD 5 Professional development programs enhance professional 
performance. 
SA A u D SD 6 Innovative educational approaches in teaching are 
provided. 
SA A u D SD 7 Follow-up activities must be provided monthly after 
attending a professional development program. 
SA A u D SD 8 Teacher’s input is an important element of professional 
development programs. 
SA A u D SD 9 Workshops/courses are to be selected by the school 
principal for the professional development activities. 
SA A u D SD 10 Techniques/skills presented are very useful in the 
classroom. 
SA A u D SD 11 Skills of your area of study or related areas are improved. 
SA A u D SD 12 Techniques/methods learned can be easily applied in the 
classroom. 
SA A u D SD 13 New innovations, advancements and knowledge are 
provided. 
SA A u D SD 14 Provides up to date information which can be associated 
with everyday experiences. 
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SA A U D SD 15 Professional development programs have significant impact 
in education. 
SA A U D SD 16 Worth/value of a professional development experience is 
strongly based in student performance. 
SA A u D SD 17 There is worth/value to professional development programs 
because they can be applied in the classroom. 
SA A u D SD 18 Student’s performance is enhanced as a result of teachers 
attending a professional development program. 
SA A u D SD 19 Practical solutions are provided for the implementation of 
the technique/methods learned in the classroom. 
SA A u D SD 20 Networking by the teachers reflects the impact of the 
program. 
/ 
SA A u D SD 21 A needs assessment is administered prior to coordinating an 
Inservice Program. 
SA A u D SD 22 Local schools are knowledgeable of the professional needs 
of their teachers. 
SA A u D SD 23 Assessment of programs is very effective. 
SA A u D SD 24 It is optional to assess professional development programs. 
SA A u D SD 25 The value of a professional development program should 
be assessed only by the coordinator/principal. 
SA A u D SD 26 Assessment of programs is comprised by how they are 
implemented in the classroom. 
SA A u D SD 27 Evaluation must occur immediately after the presentation. 
SA A u D SD 28 Re-evaluations must occur 30 days after the presentation. 
SA A u D SD 29 Open-ended questions should be provided in program 
evaluations. 
SA A u D SD 30 State mandated programs are beneficial to local schools. 
Comments: 
THANK YOU 
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APPENDIX B 
DEMOGRAPHICS 
Please circle an option. 
1. What grade(s) do you currently teach ? 
-Grades 0-3 _Grades 4-6 _Grades 7-9 _Grades 10-12 
2. What is your highest level of education? 
_Bachelors Degree _Masters Degree _Doctoral Degree 
3. For how many years have you been teaching? _ 
4. Indicate your gender 
_Female _Male 
5. What is your age group at the end of the 1998 - 1999 school year? 
_20-29 _30-39 _40-49 _50-59 _60 or older 
6. For how many years have you worked in the district where you are currently 
employed? 
_1-5 _6-10 _11-15 _16 or more 
The information below will not be released.  
Name:_ 
School Name:_ 
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APPENDIX C 
SUPERINTENDENT COVER LETTER 
Dear «Title» «LastName»: 
I am sending you a survey and requesting that you please distribute randomly throughout 
your school system. This survey, which is one of two surveys to be distributed, seeks the 
input of teachers regarding the Impact of the Education Reform Act of 1993 on 
Professional Development programs. This study is being conducted to fulfill the 
requirements of the Degree of Doctor in Education from the University of Massachusetts. 
I am particularly interested in obtaining teacher’s responses because their experience will 
contribute significantly towards solving some of the problems we face in the design and 
delivery of professional development programs. The enclosed instrument has been 
developed to obtain all preliminary data while requiring a minimum of their time. The 
average time required to fill out the survey instrument is fifteen minutes. 
I am requesting that teachers who would like to participate in this study please complete 
and return the enclosed survey (stapled) prior to November 29, 1999 in the stamped 
return addressed envelope. Other phases of this research cannot be carried out until I 
complete the analysis on the preliminary survey data. Therefore, I have also asked 
teachers that would like to participate, to provide their names and school location, as they 
will receive a second (final) survey as part of my study. The participation of teachers 
throughout both surveys is totally voluntary and confidential; they reserve the right to 
withdraw from the study at any given time. 
I understand that this time of the year is quite full of activities in the school systems; 
however, I greatly appreciate your assistance in the random distribution of these surveys. 
Thank you for your support. 
Sincerely, 
Ana R. Rodriguez 
Ed.D. Candidate 
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APPENDIX D 
TEACHER’S COVER LETTER 
Researcher’s Address 
November 11, 1999 
Dear Colleague, 
I am enclosing a survey instrument in the hope that you would like to participate in a 
study that seeks your input regarding the Impact of the Education Reform Act of 1993 on 
Professional Development programs. This study is being conducted to fulfill the 
requirements of the Degree of Doctor in Education from the University of Massachusetts 
in Amherst, MA. It is my expectation that the results will assist education officials in 
developing standards to assess the quality of professional development programs as 
required by the Education Reform Act of 1993. 
I am very interested in obtaining your responses because as you are currently 
participating in professional development programs you have first hand experience as to 
what could effective in the design and delivery of professional development programs. 
The survey is designed to obtain the necessary data while requiring a minimum of your 
time. The estimated time to fill out the survey instrument is approximately fifteen 
minutes 
It will be greatly appreciated if you could complete the enclosed Survey prior to 
November 29, 1999 and return it in the stamped return addressed envelope. It would be 
impossible to proceed with other phases of this research until I complete analysis on the 
survey data. 
This study will comprise a second survey, which will be sent out within a month time. 
For the intention of collecting the most accurate data, I would need your name and the 
name of the school where you teach. This is to insure that you will have the opportunity 
of responding to the second survey allowing me to give continuity to the data collected in 
this the first survey. Be assured that your name will not be released and will be kept in 
strict confidentiality. 
Any comments you might have regarding any aspect of the survey will be very well 
received and understand that your responses to the survey and comments will be held in 
the strictest confidence. Per your request and if you indicate your name and address on 
the return envelope, I would be happy to send you a summary of the survey results. 
Thank you for your cooperation. 
Sincerely yours, 
Ana R. Rodriguez 
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APPENDIX E 
CONSENT FOR VOLUNTARY PARTICIPATION 
If you volunteer to participate in this quantitative study, please understand that: 
1. This survey is one of two surveys that will be sent to you as part of a doctoral degree 
study. 
2. You will be completing a survey instrument containing 30 items on a Likert scale. 
(Estimated time for completion is 10 to 15 minutes.) You will also have the 
opportunity to add your own comments and/or questions at the end of the survey. 
3. The questions you will be answering address the problems we face in the design and 
delivery of professional development programs. 
4. Your name will not be used, nor will it be identified personally in any way or at any 
time. Understand that it may be necessary to use the general information you provide 
in the demographics section but this information will not be used against you nor 
against the school you work for. 
5. You may withdraw from part or all of this study at any time. 
6. You have the right to review the material collected prior to the final oral exam or 
other publication. 
7. Understand that results from this survey will be included in Ana Rodriguez’s doctoral 
dissertation and may be included in manuscripts submitted to professional journals 
for publication. 
8. You are free to participate or not to participate without consequences. 
Ana Rodriguez (Researcher) Date 
Participant’s Signature Date 
APPENDIX F 
THIRD SURVEY ANOVA RESULTS 
Demographic 1 
What grade (s) do you currently teach? 
Frequency Percent 
0-3 28 31.1 
4-6 12 13.3 
7-9 20 22.2 
10-12 30 33.3 
Total 90 100 
Demographic 2 
What is your highest level of education? 
Frequency Percent 
Bachelors 23 25.6 
Masters 67 74.4 
Doctorate 0 0 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Demographic 3 
For how many years have you been teaching? 
Frequency Percent 
0 5 5.6 
1 6 6.7 
2 5 5.6 
3 3 3.3 
4 3 3.3 
5 4 4.4 
6 5 5.6 
7 0 0 
8 1 1.1 
9 1 1.1 
10 6 6.7 
11 1 1.1 
12 2 2.2 
13 0 0 
14 0 0 
15 2 2.2 
16 2 2.2 
17 3 3.3 
18 2 2.2 
19 0 0 
20 2 2.2 
21 1 1.1 
22 4 4.4 
23 4 4.4 
24 7 7.8 
25 1 1.1 
26 1 1.1 
27 2 2.2 
28 5 5.6 
29 1 1.1 
30 1 1.1 
31 1 1.1 
32 i 1.1 
33 1 1.1 
34 0 0 
35 1 1.1 
36 0 0 
37 1 1.1 
Subtotal 85 94.4 
Not Answered 5 5.5 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVER ANOVA RESULTS 
Demographic 4 
Indicate your gender 
Frequency Percent 
Female 67 74.4 
Male 23 25.6 
Total 90 100 
Demographic 5 
What is your age group at the end of the 
1998-1999 school year? 
Frequency Percent 
20-29 12 13.3 
30-39 15 16.7 
40-49 43 47.8 
50-59 19 21.1 
60 or older 1 1.1 
Total 90 100 
Demographic 6 
For how many years have you worked in the 
district where you are currently employed? 
Frequency Percent 
1-5 31 34.4 
6-10 15 16.7 
11-15 8 8.9 
16 or more 36 40 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 1 
New skills procedures and techniques are 
developed when you attend a professional 
development program. 
Frequency Percent 
Strongly Agree 12 * 13.3 
Agree 63 70 
Undecided 8 8.9 
Disagree 6 6.7 
Strongly Disagree 1 1.1 
Total 90 100 
Statement 2 
Audience motivation is a key element for 
a positive learning experience. 
Frequency Percent 
Strongly Agree 48 53.3 
Agree 33 36.7 
Undecided 3 3.3 
Disagree 6 6.7 
Strongly Disagree 6 0 
Total 90 100 
Statement 3 
Programs/workshops must be aligned to 
the needs of each school. 
Frequency Percent 
Strongly Agree 42 46.7 
Agree 35 38.9 
Undecided 8 8.9 
Disagree 4 4.4 
Strongly Disagree 1 1.1 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 4 
The information is presented in a manner 
that will assure maximum retention by 
the participants. 
Frequency Percent 
Strongly Agree 30 33.3 
Agree 29 32.2 
Undecided 19 21.1 
Disagree 11 12.2 
Strongly Disagree 1 1.1 
Total 90 100 
Statement 5 
Professional development programs 
enhance professional performance. 
Frequency Percent 
Strongly Agree 17 18.9 
Agree 44 48.9 
Undecided 21 23.3 
Disagree 6 6.7 
Strongly Disagree 2 2.2 
Total 90 100 
Statement 6 
Innovative educational approaches 
in teaching are provided. 
Frequency Percent 
Strongly Agree 9 10 
Agree 47 52.2 
Undecided 27 30 
Disagree 6 6.7 
Strongly Disagree 1 1.1 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 7 
Follow-up activities must be provided 
monthly after attending a professional 
development program 
Frequency Percent 
Strongly Agree 13 14.4 
Agree 39 33.3 
Undecided 19 21.1 
Disagree 18 20 
Strongly Disagree 1 1.1 
Total 90 100 
Statement 8 
Teacher's input is an important element 
of professional development programs. 
Frequency Percent 
Strongly Agree 54 60 
Agree 34 37.8 
Undecided i 1.1 
Disagree 1 1.1 
Strongly Disagree 0 0 
Total 90 100 
Statement 9 
Workshops/courses are to be selected by 
the school principal for the professional 
development activities. 
Frequency Percent 
Strongly Agree 2 2.2 
Agree 9 10 
Undecided 18 20 
Disagree 48 53.3 
Strongly Disagree 13 14.4 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 10 
Techniques/skills presented are very useful 
in the classroom. 
Frequency Percent 
Strongly Agree 6 6.7 
Agree 53 58.9 
Undecided 20 22.2 
Disagree 8 8.9 
Strongly Disagree 3 3.3 
Total 90 100 
Statement 11 
Skills of your area of study or 
related areas are improved. 
Frequency Percent 
Strongly Agree 6 6.7 
Agree 56 62.2 
Undecided 18 20 
Disagree 7 7.8 
Strongly Disagree 3 3.3 
Total 90 100 
Statement 12 
Techniques/methods learned can be easily 
applied in the classroom. 
Frequency Percent 
Strongly Agree 5 5.6 
Agree 40 44.4 
Undecided 26 28.9 
Disagree 14 15.6 
Strongly Disagree 5 5.6 
Total 90 100 
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THIRD SURVEY ANOVA RESULTS 
Statement 13 
New innovations, advancements, and 
knowledge are provided. 
Frequency Percent 
Strongly Agree 6 6.7 
Agree 61 67.8 
Undecided 14 15.6 
Disagree 7 7.8 
Strongly Disagree 2 2.2 
Total 90 100 
Statement 14 
Provides up to date information which can 
be associated with everyday experiences. 
Frequency Percent 
Strongly Agree 2 2.2 
Agree 45 50 
Undecided 32 35.6 
Disagree 7 7.8 
Strongly Disagree 4 4.4 
Total 90 100 
Statement 15 
Professional development programs 
have significant impact in education. 
Frequency Percent 
Strongly Agree 10 11.1 
Agree 44 48.9 
Undecided 18 20 
Disagree 11 12.2 
Strongly Disagree 7 7.8 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 16 
Worth/value of a professional development 
experience is strongly based in student 
performance. 
Frequency Percent 
Strongly Agree 11 12.2 
Agree 29 32.2 
Undecided 27 30 
Disagree 20 22.2 
Strongly Disagree 3 3.3 
Total 90 100 
Statement 17 
There is worth/value to professional 
development programs because they can 
be applied in the classroom. 
Frequency Percent 
Strongly Agree 10 11.1 
Agree 60 66.7 
Undecided 14 15.6 
Disagree 5 5.6 
Strongly Disagree 1 1.1 
Total 90 100 
Statement 18 
Student's performance is enhanced as a 
result of teachers attending a professional 
development program. 
Frequency Percent 
Strongly Agree 8 8.9 
Agree 47 52.2 
Undecided 22 24.4 
Disagree 8 8.9 
Strongly Disagree 5 5.6 
Total 90 100 
no 
APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 19 
Practical solutions are provided for the 
implementatino of the technique/methods 
learned in the classroom. 
Frequency Percent 
Strongly Agree 3 3.3 
Agree 36 40 
Undecided 39 43.3 
Disagree 10 11.1 
Strongly Disagree 2 2.2 
Total 90 100 
Statement 20 
Networking by the teachers reflects the 
impact of the program. 
Frequency Percent 
Strongly Agree 13 14.4 
Agree 50 55.6 
Undecided 20 22.2 
Disagree 5 5.6 
Strongly Disagree 2 2.2 
Total 90 100 
Statement 21 
ment is administered prior to coordinating an ins 
applied in the classroom. 
Frequency Percent 
Strongly Agree 13 14.4 
Agree 28 31.1 
Undecided 24 26.7 
Disagree 20 22.2 
Strongly Disagree 5 5.6 
Total 90 100 
111 
APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 22 
Local schools are knowledgeable of the 
professional needs of their teachers. 
Frequency Percent 
Strongly Agree 6 6.7 
Agree 23 25.6 
Undecided 30 33.3 
Disagree 25 27.8 
Strongly Disagree 6 6.7 
Total 90 100 
Statement 23 
Assessment of programs is very effective. 
Frequency Percent 
Strongly Agree 3 3.3 
Agree 23 25.6 
Undecided 37 41.1 
Disagree 24 26.7 
Strongly Disagree 3 3.3 
Total 90 100 
Statement 24 
ptional to assess professional development prog 
professional needs of their teachers. 
Frequency Percent 
Strongly Agree 1 1.1 
Agree 15 16.7 
Undecided 23 25.6 
Disagree 38 42.2 
Strongly Disagree 13 14.4 
Total 1 90 100 
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THIRD SURVEY ANOVA RESULTS 
Statement 25 
The value of a professional development 
program should be assessed only by the 
coordi nator/pri nci pal. 
Frequency Percent 
Strongly Agree 0 r 0 
Agree 1 1.1 
Undecided 2 2.2 
Disagree 42 46.7 
Strongly Disagree 45 50 
Total 90 100 
Statement 26 
Assessment of programs is comprised by 
how they are implemented in the classroom. 
Frequency Percent 
Strongly Agree i 1.1 
Agree 30 33.3 
Undecided 31 34.4 
Disagree 25 27.8 
Strongly Disagree 3 3.3 
Total 90 100 
Statement 27 
Evaluation must occur immediately after 
the presentation. 
Frequency Percent 
Strongly Agree 7 7.8 
Agree 39 43.3 
Undecided 12 13.3 
Disagree 29 32.2 
Strongly Disagree 3 3.3 
Total 90 100 
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APPENDIX F (cont.) 
THIRD SURVEY ANOVA RESULTS 
Statement 28 
Re-evaluations must occur 30 days 
after the presentation. 
Frequency Percent 
Strongly Agree 3 3.3 
Agree 35 38.9 
Undecided 35 38.9 
Disagree 17 18.9 
Strongly Disagree 0 0 
Total 90 100 
Statement 29 
Open-ended questions should be provided 
in program evaluations. 
Frequency Percent 
Strongly Agree 13 14.4 
Agree 64 71.1 
Undecided 9 10 
Disagree 4 4.4 
Strongly Disagree 0 0 
Total 90 100 
Statement 30 
State mandated programs are beneficial 
to local schools. 
Frequency Percent 
Strongly Agree 1 1.1 
Agree 11 12.2 
Undecided 52 57.8 
Disagree 19 21.1 
Strongly Disagree 7 7.8 
Total 90 100 
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